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Abstract

Clinical Pastoral Education (CPE) is an 80 year old education modality that provides
professional education for students of pastoral care. Supervision is central to the CPE process.
Pastoral supervisors in the Association for Clinical Pastoral Education (ACPE) have done little
writing about their work educating Students in Supervisory Education (SSEs). The purpose of
this dissertation is to identify and interview those practitioners in ACPE who have been
identified by their peers as excellent in practice, and to cull their wisdom by listening to and
categorizing their experience of supervising SSEs. The research question to the supervisors was:
What is your experience educating CPE Students in Supervisory Education? The analysis of the
interviews utilized a grounded theory methodology. The four primary dimensions of the process
of educating SSEs emerged as Selecting students, Helping the SSE develop CPE supervisory
practices; Guiding the SSE toward integration, and Blessing the SSE to develop independently.
Each primary dimension refers to work the supervisor is doing with the SSE. The core dimension
that emerged is Evolving Wisdom, and the core dimension refers to work the supervisor is doing
in terms of her own continuing growth and development. Evolving Wisdom is a reciprocal core
dimension that both feeds and draws from the primary dimensions. The theoretical proposition
says that as Evolving Wisdom grows in the supervisor, the capacity for wisdom is nurtured in the
SSE. The electronic version of the dissertation is accessible at the Ohiolink ETD center
http://www.ohiolink.edu/etd/.

ii

EDUCATING CLINICAL PASTORAL EDUCATION SUPERVISORS: A GROUNDED
THEORY STUDY OF SUPERVISORY WISDOM
Table of Contents
Approval
Copyright
Acknowledgments
Abstract
Table of Contents

i
ii
iii

CHAPTER ONE
Clinical Pastoral Education
Opening Vignette
What is CPE?
Historical Context of the 1920s
Historical Development of Clinical Pastoral Education
Founders of Clinical Pastoral Education
Importance of CPE Supervision
Seeds of Conflict in the Development of CPE
The Council and the Institute: the Second Generation of CPE
Different Philosophies of Care and Education
Different Approaches to Supervisory Training
Lutheran and Southern Baptist CPE Communions: the Third Generation of CPE
Certification as a Window to Supervisory Education
Observing the Certification Process
A Current Perspective on the CPE Supervisor Certification Process
Context for CPE Supervisory Education in 2007
Positioning of the Researcher
Purpose of the Research
Congruence between the research method and the phenomenon being studied
Conclusion

1
1
1
5
7
8
11
13
13
14
15
16
17
19
21
23
25
29
31
31
32

CHAPTER TWO
Literature Review
Twenty years of literature on pastoral supervision
Literature from the Field of Pastoral Supervision
Theories of Pastoral Supervision
Psychodynamic theories
Theological theories
Education theories
Conclusion of theories of supervision
Pastoral Care Supervision Models
Developmental models
Learning process models

34
34
36
39
39
40
44
48
51
52
52
57

iii

Conclusion of the pastoral supervision models
Multicultural Aspects of Pastoral Supervision
Research of CPE Supervisory Education
Certification Process Articles
Principles of Supervision
History of Pastoral Supervision
Canadian Pastoral Supervision
Conclusion of Pastoral Supervision Literature Review
Literature from the field of Counseling Psychology
Counseling Psychology Models of Supervisory Education
Developmental models
Process models
Conclusion of counseling psychology models for supervisory education
Research in Counseling Psychology Supervisory Education
Overview of research in supervision
Quantitative studies
Qualitative studies
Conclusion of research in counseling psychology supervision
Conclusion of the Counseling Psychology Supervisory Education Literature
Importance of Pending Research Contribution to Extant Pastoral Supervision Literature

61
62
67
72
75
76
79
80
80
82
82
84
89
90
90
91
97
100
100
102

CHAPTER THREE
Grounded Theory as the Research Method
Philosophical Foundation of Grounded Theory
Pragmatism
Symbolic Interactionism
General Approach to Grounded Theory Method
Method for the Study of Supervisors Providing CPE Supervisory Education
Purposeful sample
Participants
Interviewing
Transcribing
Coding Team
Data Analysis
Comparative Analysis and Saturation of Data
Phases of the Coding Process
Conditional Matrices and Models
Introduction of Dimensional Analysis Language
NVivo Software for Analysis

105
105
105
105
106
107
108
109
111
112
113
113
115
115
116
118
119
120

CHAPTER FOUR
Findings of the Grounded Theory Study of Supervisors of CPE Students in Supervisory
Education
Primary Dimension: Selecting CPE Students for Supervisory Education
Conditions for Selecting SSEs
Processes for Selecting Students

121

iv

121
122
123
125

Consequences for Selecting SSEs
Primary Dimension: Helping SSEs Develop CPE Supervisory Practices
Conditions for Helping SSEs Develop CPE Supervisory Practices
Processes for Helping SSEs Develop CPE Supervisory Practices
Consequences for Helping SSEs Develop CPE Supervisory Practices
Primary Dimension: Guiding SSEs toward Integration
Conditions, Processes and Consequences of Guiding SSEs toward Integration
Primary Dimension: Blessing SSEs to Develop Independently
Conditions, Processes and Consequences of Blessing SSEs to Develop
Independently
Core Dimension: Evolving Supervisory Wisdom
Primary Dimensions Related to Core Dimension of Evolving Wisdom
Conditions for Evolving Supervisory Wisdom
Processes for Evolving Supervisory Wisdom
Consequences of Evolving Supervisory Wisdom
Conclusion

128
129
131
132
139
141
143
145
145
150
150
154
154
157
158

CHAPTER FIVE
Discussion, Limitations and Implications
Summary of the Study and Findings
Beginnings of Wisdom in CPE Supervision
Generative Wisdom
Evolving Wisdom
Circling Back to the Literature
Limitations of the Study
Implications for Leadership and Change
Conclusion
Closing Vignette

159
159
159
161
163
166
169
173
174
176
176

REFERENCES

180

APPENDICES
Appendix A: Coding with 373 Codes in Two Layers

187
189

v

List of Tables
Table 1.1. Timeline for Clinical Pastoral Education drawn from Thornton (1970)

9

Table 2.1. Levels of Education in ACPE and of Membership in AAPC

35

Table 2.2. Glossary of Acronyms

36

Table 2.3. Categories of Pastoral Supervision Literature

37

Table 2.4. Pivotal topics for educating CPE Students in Supervisory Education

70

Table 2.5. Categories of Counseling Psychology Supervisory Education Literature

81

vi

List of Figures
Figure 3.1. CPE Supervisory Track

110

Figure 4.1. Primary Dimension: Selection of Students for Supervisory CPE

126

Figure 4.2. Primary Dimension: Helping SSEs Develop CPE Supervisory Practices

130

Figure 4.3. Primary Dimension: Guiding SSEs toward Integration

140

Figure 4.4. Primary Dimension: Blessing the SSE to Develop Independently

146

Figure 4.5. Core Dimension: Evolving Supervisory Wisdom

155

Figure 5.1. Proposed Theoretical Model: Evolving Wisdom in CPE Supervisory Education 162

vii

1
Clinical Pastoral Education
Opening Vignette
One night several years ago, I was the chaplain on-call at a large pediatric medical center.
A patient came into in the hospital with a gunshot wound to the hand. The bullet had mercifully
missed any vital part of the hand, but the injury of course was painful. Let me call the patient
Harold. Harold was a 10 year old African American developmentally delayed boy. I met Harold
in the Emergency Department because at this hospital, chaplains are called to every trauma. The
gunshot wound Harold received was the result of an accidental shooting by all accounts. He was
standing in the wrong place when some people driving by had shot at someone else. His mother
had come to the hospital with him. I explained to her that I was there to offer family support.
Sometimes when a family comes into the Emergency Department and hears the words, “I am the
chaplain,” they get very scared and assume their loved one is dying. As the evening wore on and
my relationship with the family developed, however, I let the mother know that I was a chaplain.
I asked the mother whether they were people of faith. The mother replied that indeed they were. I
asked her if it would frighten Harold were I to ask him if he would like to pray. The mother
assured me that Harold enjoyed prayer and would be comforted, not frightened. I asked Harold if
he would like me to say a prayer for him, and he said yes, he would like that very much. I asked
him what he would like me to pray for, and he said “to feel better.” I asked if he wanted to pray
for anything else, and upon considering the question Harold said, “Yes—for the one who did this
to me to go to hell!” Harold’s mother’s mouth dropped open in shock, and I quickly reassured
her that this sort of prayer is not at all unusual in the Psalms. Then, respecting Harold and his
mother, I prayed, “God, you know Harold is having a hard night and would like to feel better,
and he asks your help with that. Also, God, in your infinite grace and wisdom, we ask you to
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hear Harold’s prayer that the one who did this would go to hell.” In this prayer, Harold’s request
was respected, and God’s understanding was trusted, and I assessed the prayer as acceptable for
the mother because I had explained to her the reason I was willing to pray in this way for Harold.
Now let’s imagine that the chaplain in this case had been a chaplain intern, a Clinical
Pastoral Education (CPE) student. That student might have written this case as a verbatim, which
is a CPE tool for an in-depth study of a particular visit. The purpose of the verbatim, presented in
individual or group supervision, is to learn about how to improve one’s pastoral care. In that
case, the student would have described what happened, and then would have reflected on the
case psychologically from her perspective: what were her feelings, who did the family remind
her of, what troubled her about a 10-year-old developmentally delayed boy getting shot—and
from the family’s perspective: what did the mother’s and Harold’s feelings seem to be, what
were their coping mechanisms, how did they relate to one another and to other family members
who arrived and members of the health care team? Then the chaplain intern would reflect
theologically from her perspective: what did she understand the theological issues to be in this
case, how did she experience God, what did she think God was calling her to do and learn as she
cared for Harold and his mother—and from the family’s perspective: how did Harold and his
mother seem to experience and understand God in this event, what helped and hindered them in
terms of their faith perspective, what did their pastoral care needs seem to be? The chaplain
intern would present this report either to her supervisor or, ideally, to her supervisor and her peer
group of between two to six other CPE students. They would help her reflect on what happened
in the case and on how she understood it psychologically and theologically. The goal would be
for her to learn how to do better pastoral care from her reflections on her work with this family
and from the feedback she receives from her supervisor and peers.
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Now, let’s say that the supervisor in this case was a CPE Student in Supervisory
Education (SSE). He would have completed several units of CPE and would have met with a
committee for consultation and most probably, with a committee voting that he has potential to
become a CPE supervisor. He would now be supervising this student intern under supervision.
As he hears this verbatim presentation, the SSE will be aware of his goals in learning how to
help this student better understand her own behavior, her own theology, and her way of giving
pastoral care to this family. He will be listening to ensure that she did not push her own agenda,
but rather responded to what the family needed. He will also be aware of his feelings toward the
student and the work that she did. He will be considering how her theology is similar to and
different from his own, and how her theology is similar to and different from the family’s in the
visit. He would possibly question whether the student respected the mother’s concerns about her
son’s proposed prayer. He will be assessing what she needs in order to develop as a pastoral care
provider. He will be thinking about how their supervisory relationship is growing and what type
of intervention he may need to make in order to help her learning. He will be noticing how his
work with her either affirms or doesn’t fit his emerging theories of supervision—his theology of
supervision, his personality theory, and his education theory. He will bring his reflections—or
quite possibly his videotape of his work with her—into his meeting with his own supervisor.
Let’s say the CPE supervisor of this SSE is reviewing the SSE’s materials. To get to this
place in her professional career, she has successfully met two national Certification Committees
with the Association for Clinical Pastoral Education, Inc. (ACPE) and received votes affirming
her certification first as an Associate Supervisor, and then as a CPE Supervisor. She has
extensive experience supervising CPE students, and now is providing supervision to an SSE.
She’s hearing about the SSE’s work with this student who provided chaplaincy in the Emergency
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Department. The supervisor is hearing about the SSE’s assessment of his CPE student’s learning
needs. The CPE supervisor is thinking of the SSE’s learning goals and remembering places he
has gotten stuck in his supervision. She is mindful of her relationship with this SSE and is
looking for ways to give feedback that will help him with his supervision of this student. She is
aware of the psychological issues that her work with this SSE raises for her, and of how their
theological approaches are alike and different. She will also be mindful of the psychological
issues and theological perspectives raised for the SSE in his relationship with her and in his
relationship with his own student. She will be listening to ensure the SSE is helping his CPE
student think about these issues in her reflections on her work with the family in the Emergency
Department. She is aware of three different sets of relational processes: the CPE student and the
ED family; the SSE and the CPE student; and her supervisory relationship with the SSE.
This dissertation study focuses on CPE supervisors who are supervising CPE Students in
Supervisory Education. The goal was to learn about the tacit knowledge of supervisors doing
especially good work at this level of education, and to develop a theoretical proposition about
how good supervisory CPE is done. Good supervision at the supervisory level has a trickle down
effect leading from the supervisory student to the chaplain student to the people receiving
pastoral care. The better supervision the supervisor provides, the better supervisor the SSE
becomes. The better education the SSE provides to his students, the better pastoral care providers
the students become. Ultimately, the patients, families, and staff in the hospital, the congregants
in congregations, and the prisoners and workers in the prisons receive better care because of the
care providers’ deep understanding of faith and human nature—their own and others. This is the
goal of supervision: the best possible pastoral care to help patients, families, hospital staff,
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congregants, whoever is being served by the pastoral care provider at some of the hardest times
of their lives.
What is CPE?
As this example illustrates, CPE is an in-depth program of education for ministry
involving the heart, mind, and soul of the students who do deep reflection as they learn pastoral
care skills and as they learn what it means to be a spiritually helpful, healing presence with
others. Clinical Pastoral Education (CPE) has been a transformative experience in my life. It is
an action/reflection model of education for those becoming providers of pastoral care and then
for those becoming supervisors, the word used for educators/leaders/guides in the CPE method
of learning. This dissertation is a study of the experiences of particularly effective CPE
supervisors who are educating others to become supervisors in this rich, in-depth learning
process. The goal is to begin to create a grounded theory of supervising CPE Students in
Supervisory Education (SSEs), to reflect on the experiences of supervisors in order to help others
know how to provide effective education at this level.
The goal of CPE is to equip clergy and other religious caregivers to provide thoughtful,
spiritually sensitive care to people at times of their greatest need. The setting for CPE is most
often in general or psychiatric hospitals, although CPE is also offered in other contexts such as
congregations, prisons, and community-based organizations. CPE is a program of professional
education for pastoral care providers. Pastoral care is care for a person’s spiritual well being;
pastoral care, also called spiritual care, is meant to be integrated with care for the physical,
emotional and mental health concerns of the person receiving care. Pastoral care providers may
be clergy or laypeople endorsed by their religious communities. It is a specialized ministry
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requiring education beyond academic instruction received in seminaries or in other institutions
for the study of religion.
The types of interactions described in the example of the student in the Emergency
Department and the various levels of supervision given and received have occurred in CPE for
over 80 years. CPE developed from a grassroots movement that began in the 1920s. Over the
next 40 years, various groups providing CPE evolved; primarily, the Council for Clinical
Training, the Institute of Pastoral Care, the Lutheran Advisory Council on Pastoral Care, and the
Southern Baptist Association for Clinical Pastoral Education (Thornton, 1970). In 1967, these
groups joined to create the Association for Clinical Pastoral Education (ACPE). ACPE provides
administrative oversight for programs of CPE, including organizational standards, accreditation
of education programs, and certification of CPE supervisors:
Among the 2,600 members that make up the Association for Clinical Pastoral Education
are some 350 ACPE Accredited CPE Centers and about 600 ACPE certified faculty
members (called CPE Supervisors). There are 113 Theological School members and 23
faith groups and agencies who are partners with ACPE in seeking to provide excellence
in theological education.
Since ACPE formed in 1967 (as a merger of four CPE organizations), nearly
150,000 units of CPE have been offered to about 65,000 individuals from the United
States and many other countries internationally. Approximately 7,000 units of CPE are
completed annually. CPE students come from many different ethnic and cultural groups.
Individuals from many faith traditions—Protestant, Roman Catholic, Judaism, Islam,
Orthodox Christian, Native American religions and Buddhism—have taken CPE.
(January, 2007 www.acpe.edu)
Supervision is central to the education process of CPE. One supervisor
interviewed for this study described CPE supervision in this way:
E-5: “Um, exploration of people’s inner processes, relative to their ministry. That’s what
I think should drive the whole thing. I think that is what supervision, clinical supervision
is.”
Judy: “Say it again, ‘Exploration of people‘s inner processes’?”
E-5: “Yes, relative to their ministry relationships.”
Judy: “Ohh.”
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E-5: “And when you’re doing that, you’re most essentially doing supervision, and when
you’re not doing that, you need to at least be vigilant that you may not be doing
supervision, and that you, you maybe, maybe ought to be dealing with the resistance to
doing that. But, I don’t want to say that too strongly, because people need to talk about all
kinds of things that don’t, aren’t immediately related to the exploration of ministry in a
process relative to ministry. But in a purist point of view, that’s what supervision is.
Helping people look inward at how their own inner, you know, their thinking, their
values, their emotions, all of that—their history, their relationships—how all of that is
affecting their ministry.”
The education of CPE supervisors and their certification have been the subject of much
oral history and considerable lore, but little focused research has been done on the practice of
educating CPE supervisors. The purpose of this study was to identify supervisors considered by
their peers to be exceptionally competent in educating Students in Supervisory Education (SSEs)
and then to ask them to describe their experience in educating CPE Students in Supervisory
Education. To understand fully the role of CPE Supervisors, it is necessary to review the history
of CPE.
Historical Context of the 1920s
Setting the historical development of CPE in context requires acknowledgment of the
cultures of both theological inquiry and education in the 1920s. Both stemmed from pragmatism,
especially the Chicago School of Pragmatism founded by John Dewey. Dewey’s work
influenced theology as well as education. Victor Anderson, a theologian in the pragmatic
tradition, identified Gerald Birney Smith as one of the theologians who defined the Chicago
School of Theology. He quoted Smith and then explained his own position:
Smith writes, “Today the theologian is facing a world of ideas and aspirations which owe
their origin to scientific, social, and industrial activities which have altered the conditions
of human living. [The theologian] must therefore consider the problems of religious
belief in relation to all these comparatively new but intensely real factors of modern life,
and so formulate Christian convictions that may enable men to carry their religion into all
realms of life” (Smith, 1916, 486). For the Chicago theologians, theology must be
correlated with the social, scientific, and philosophical transitions of the times if it is to
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be a vital contributor to the advancement of learning in the twentieth century. I have
called the achievement of these theologians pragmatic theology. (2002, pp. 162–163)
Smith wrote in 1916, the same year John Dewey published Democracy and Education. In
his book A History of Pastoral Care in America, E. Brooks Holifield wrote that Dewey’s
“Democracy and Education (1916) might even be described as a hidden classic of the pastoral
care movement” (1983, p. 223). Dewey summarized former educational theories as either
focusing on social classes within society without developing individuals, or on individuals
without applying individual development to the enrichment of society. These theories of
education were found wanting but prepared the way for Dewey’s list of aims in democratic
education:
(1) An educational aim must be founded upon the intrinsic activities and needs (including
original instincts and acquired habits) of the given individual to be educated. (2) An aim
must be capable of translation into a method of cooperating with the activities of those
undergoing instruction. It must suggest the kind of environment needed to liberate and to
organize their capacities. (3) Educators have to be on their guard against ends that are
alleged to be general and ultimate…. That education is literally and all the time its own
reward means that no alleged study or discipline is educative unless it is worthwhile in its
own immediate having. (Dewey, 1916, pp. 83–85)
Dewey’s philosophy of education paved the way for development of the experiential
learning that came to be practiced in CPE. The culture of the 1920s represented a shift in focus
from externally generated truth to empirical, experiential theology and education. The history of
CPE is better understood in that context.
Historical Development of Clinical Pastoral Education
Clinical Pastoral Education (CPE) began as a radical shift in an approach to theological
education in the 1920s. Before the 1920s, theological education focused primarily on classical
education in language and systematic theology, but not on the application of theological
principles to those in physical, emotional, or spiritual distress. CPE reflected a cultural shift to
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study experience; in this case, the experiences of both the student and those to whom the student
ministered. This shift was supported by empirical and pragmatic theologies. The concept of
studying theology empirically by looking deeply into human religious experience was born of an
era of inquiry that focused on the importance of experience. In his history of CPE, Edward
Thornton wrote:
The intellectual basis for these judgments against traditional theological education was
experimentalism in philosophy and its educational expression, progressivism. William
James and John Dewey are the best known architects of experimentalism.
Experimentalism…was pragmatic, depending upon empirical inquiry under the discipline
of the scientific method. It was a striking example of men living their way into a system
of thinking, rather than the reverse. (1970, p. 26)
CPE was born of several experiments to expand theological education from the classroom into
the experiential realm. Table 1.1 depicts a timeline of the development of CPE.
Table 1.1 Timeline for Clinical Pastoral Education drawn from Thornton (1970)

1904

The Emmanuel Movement—The Emmanuel Episcopal Church of Boston opens a clinic
for spiritual healing.

1923

William S. Keller, M.D. creates the Bexley Hall Plan putting five theology
students to work in social agencies with social work supervisors.

1925

Richard C. Cabot, M.D. publishes his article “A Plea for a Clinical Year in The Course of
Theological Study.”

1925

Anton T. Boisen creates a summer training program at Worcester State Hospital.

1930

The Council for the Clinical Training of Theological Students is incorporated in
Boston with Philip Guiles as field secretary and interim director.
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1930

Cabot removes his support from the Worcester State Hospital following Boisen’s second
hospitalization for psychiatric illness; Cabot invests in the Massachusetts General
Hospital.

1930 Helen Flanders Dunbar, B.D., Ph.D., M.D., is named Director of the Council; she had
been a student of Boisen’s in 1925.
1931

Philip Guiles becomes a member of the Andover Newton Theological School faculty
with the title Director of Clinical Training.

1933 Dunbar moves the headquarters of the Council to New York.
1934 Cabot joins the faculty at Andover Newton Theological Schools.
1935

Conflict erupts between Dunbar and Cabot around the issue of training in mental
hospitals; Cabot is against it. He is removed as president of the Board of Governors of the
Council.

1938

Guiles and Cabot reorganize their work under the title the New England
Theological Schools Committee on Clinical Training.

1938

The Council for the Clinical Training of Theological Students, Inc. becomes the Council
for Clinical Training in order to extend the training to other professionals in addition to
clergy.

1940s The separation of the groups continues because the New England
group represents a pastoral orientation and the Council for Clinical Training is
primarily psychoanalytic.
1944

The New England group is incorporated as the Institute of Pastoral Care.

1944

The first National Conference on Clinical Training in Theological Education takes place.

1947 The Lutheran Advisory Council is formed.
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1951

The Second National Conference on Clinical Pastoral Training; members of the
Lutheran Advisory Council on Pastoral Care call together leaders of the Council for
Clinical Training and the Institute of Pastoral Care.

1951

The Committee of Twelve is formed; it meets eight times from 1951 to 1957. It includes
seminary representatives.

1953: Fourth National Conference on Clinical Pastoral Education; national standards are
adopted for the first time.
1956

The Committee of Twelve meets to plan the Fifth National Conference on CPE; a
Committee on Procedures is to prepare a proposal for a national organization.

1957

The Southern Baptist Association for CPE is formed.

1967

Unification of the Council for Clinical Training, the Institute of Pastoral Care,
Lutheran and Southern Baptist accrediting agencies is accomplished along with
establishment of formal relationships with the American Association of Theological
Schools and the National Council of the Churches of Christ in the USA. The
Association for Clinical Pastoral Education is formed.

Note: Organizations relevant to Supervisory Education in CPE are bolded.
Founders of Clinical Pastoral Education
The founding fathers of CPE were two physicians and a clergyman, each with a strong
opinion about education for clergy. Anton T. Boisen, the clergyman of the trio, suffered from
bouts of profound mental illness. Boisen considered himself both a Presbyterian and a
Congregational clergyman. He was diagnosed with “schizophrenic reaction, catatonic type”
(Thornton, 1970, p. 55). Between bouts of symptomatic illness, Boisen was selected to be the
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first chaplain at a mental hospital; he created a training program at Worcester State Hospital in
the middle of Massachusetts. He came to believe that studying his own mental illness as a
religious phenomenon would help him understand more about both himself as a clergyman, and
religious experience and mental illness in general. Boisen introduced the concept of studying
“the living human document” and was a strong proponent of research in the field of religion,
specifically in the way religious symbols expressed themselves in patients with mental illness.
One of the physicians instrumental in beginning CPE was William Keller of Cincinnati,
Ohio. In 1923, Keller gathered the first small group of theological students and placed them in
social agency-type situations where they could work with people in pain, and learn skills from
social work and other cognate disciplines. Keller’s focus on problems in society disappeared
from CPE’s evolution early in the process, but returned in the 1990s when the ACPE Standards
were amended adding an educational outcome requiring CPE students to demonstrate an
awareness of social concerns.
During this same period, Richard Cabot, a Boston physician, was deeply influenced by
the Flexner report of 1910 which called for a significant change in medical education. Cabot
wrote about and arranged funding for programs providing for a clinical year of training for
students of theology (Thornton, 1970). Cabot
defined the task of the Christian minister: ‘to nourish the consciousness of God in the life
of man.’ For the accomplishment of this task, the minister ‘needs unusual intimacy with
God and rare understanding of man.’ Theological education was credited by Cabot with
paying attention to the former but charged with the neglect of the latter. (Thornton, p. 48)
Cabot applied his considerable energy and financial resources to developing a program for
educating clergy in the practical application of tools for spiritual care. He founded the discipline
of medical social work, and transferred the social work tool of the case study to case studies of
ministry with patients.
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Boisen was interested in the deeply personal religious experiences of one’s patients and
of oneself; he also had a strong interest in research. Keller was interested in social engineering as
a way of improving society and responsibly addressing social ills; he believed clinical training
would equip clergy to understand how to respond to social ills more effectively. Cabot was
interested in providing clergy with pastoral care skills learned and refined by recording practice,
presenting it for supervision, and receiving critique (Thornton, 1970; Hall, 1992). The beginning
of clinical training for clergy was set into motion by these men. Although the history of CPE
involves splintering the original ideas into two and then three branch organizations that
ultimately reunited in 1967 as the Association for Clinical Pastoral Education, CPE weaves
together these three historical strands today.
Importance of CPE Supervision
A key focus of the organizations that ultimately became the ACPE was the education and
certification of CPE Supervisors. This is because supervision is at the heart of the CPE process
of learning. CPE began educating supervisors in the 1920s in the context of interdisciplinary
dialogue with medical doctors, psychiatrists, sociologists, social workers, and seminary
professors.
Seeds of Conflict in the Development of CPE
Boisen and Cabot worked together in the early days of CPE. Cabot sponsored Boisen as
he began the first program of clinical training with four seminary students in 1925. Thornton
(1970) noted that “Cabot contributed both to Boisen’s developing identity as a professionally
trained minister and to his competence as an educator” (p. 51). This is the first reported case of
educating supervisors to equip them to provide clinical pastoral education to students.
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It appears that Cabot thought Boisen would be one of his protégés, but their interests led
them to focus on different aspects of pastoral care rather early in the development of CPE. Cabot
had concerns about Boisen’s focus on his own religious experience. Ultimately, Boisen’s bouts
of schizophrenia caused him to lose favor with Cabot and the financial resources Cabot had
available. Although part of his influence remained dormant for many years, Boisen’s emphasis
on research has resurfaced today. Also, CPE’s enduring emphasis on the individual’s emotional,
psychological, and spiritual interconnectedness is drawn directly from Boisen. Nevertheless,
Cabot arguably had the strongest effect on the evolution of CPE. He emphasized the pastoral
aspect of education with a focus on pastoral skill development. He felt strongly that clinical
training for clergy should take place in the general hospital setting.
The Council and the Institute: the Second Generation of CPE
Of the founding fathers, Cabot remained the most influential as the pastoral care training
movement began to evolve. Boisen certainly remained active in his research, writing,
supervising, and chaplaincy, but his schizophrenic episodes and lack of interest in politics
removed him from active participation in leading the organizations that emerged. One of
Boisen’s students, Helen Flanders Dunbar, a physician, psychiatrist, and trained theologian, took
leadership of the organization that embodied Boisen’s philosophy. She became leader of the
Council for Clinical Training centered in New York. The Council continued to focus on placing
chaplains in mental and general hospitals, and on having students explore their inner worlds and
the inner worlds of their patients as a means to developing a healthier faith. Cabot had a break
with Boisen due to his strong disagreement that Boisen’s illness could be other than organic and
therefore beyond healing. Cabot and Dunbar also reportedly had philosophical differences about
the developing profession’s educational direction. As a result of this conflict, Cabot created
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another organization for the clinical education of clergy, the New England Group, which
ultimately became the Institute for Pastoral Care.
Different philosophies of care and education. These two organizations—the Council for
Clinical Training and The New England Group—both offered clinical pastoral training, yet had
different philosophies of care. The New England Group was closely tied to formal theological
education in the form of seminaries. Its proponents believed that clinical pastoral training should
be integrated into the academic realm of seminary education. Following Cabot’s firm lead, they
placed clinical training students in general hospitals primarily. They refused to provide clinical
training in mental hospital settings due to Cabot’s reaction to Boisen’s illness and educational
emphasis. The Council for Clinical Training did not align with seminaries although it certainly
provided education for seminary students. The Council, influenced by Boisen and directed by
Dunbar, believed its allegiance lay more with placement sites in the mental and general hospitals,
and in prisons. Members of the Council made use of psychodynamic understanding as a strong
component of their curriculum.
The two major histories of CPE (Thornton, 1970; Hall, 1992) focus on the process of
how CPE became splintered into two groups, added two other denominational groups along the
way, and ultimately united all four groups in 1967 to form the ACPE. As part of the splintering
and reuniting, mention is made of how CPE supervisors were accepted as supervisors. This
process is referred to as accrediting and ultimately is called certifying. The histories do not
specifically address how supervisors are educated to develop the identity and skills necessary for
the work of supervision. The consensus of the written histories and of those who remember the
early days is that certification of supervisors took place well before formal education in
supervision was available. It is unclear how supervisors came to see the need for certification,
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yet the practice clearly dates back to the 1940s (J. R. Thomas, personal communication,
November 10, 2006).
Different approaches to supervisory training. This distinction between aligning with
seminaries, as the Institute for Pastoral Care did, versus stressing autonomy from the seminaries,
as the Council did, becomes important in light of the development of supervisory education. The
Institute for Pastoral Care, or the New England Group, largely trusted the seminaries to attend to
the quality of supervisors and clinical training programs. Because of their maverick nature, the
Council for Clinical Training did not have the kind of relationships with seminaries that invited
review or accountability. Rather, the Council provided a way to raise people to the status of
Supervisors based on Council members’ experiences with CPE students who were potential
Supervisors. This process began informally—discussions with the CPE student at a conference—
and developed into formal committee meetings to interview the CPE student. The committee
meetings resulted in a vote to determine whether the student would be certified as a Supervisor.
The standards for clinical training of each organization reflect the approach of each to
supervision. In 1944, the Institute for Pastoral Care’s requirements for supervisors were
described in this way:
Standards for clinical training contained four requirements: the work shall be of a
pastoral nature; it shall be done under supervision. It shall be recorded and the notes
submitted for criticism. Preference for general hospital centers was stated explicitly. The
supervisor was termed a Director of Clinical Training and required to be “an ordained
clergyman with parish experience who will have had a minimum of two periods of
clinical training under qualified direction.” No stipulations were made concerning the
length or location of the two required periods of training. This gave rise to serious
reservations by supervisors in other groups about the qualifications of Institute of Pastoral
directors. (Thornton, 1970, p. 104)
Also in 1944, the Council for Clinical Training had this rather lengthy section in its standards;
the section is titled “Standards for Selection of Supervisors”:
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The Theological Supervisor is the key person in the operation of a training
program…The Supervisor, of course, is an ordained clergyman, graduated from a
recognized theological school. He must be a well adjusted person himself, emotionally
and spiritually stable, with ability to face trying situations calmly and objectively….If the
Supervisor is not personally integrated and strong, that which is a period of growth for
the student may very easily become a period of disorganization and perhaps severe
disillusionment…The Supervisor must be sufficiently alive to be capable of enthusiasm,
and yet not compulsive, effusive or overly enthusiastic. He may hold the theology of any
communion, but he must have a high degree of objectivity and personal insight, and in
belief he must be reasoning rather than polemic, have convictions without dogmatism. He
must be interested primarily in the ministry, have sufficient knowledge of other
professions and sufficient administrative ability to enable him to maintain the standard
program, have the capacity to earn the liking and respect of the staff, students, and
patients, and he must have a sustained interest in the bearing of the training experience
and theological and pastoral problems upon each other. He should have had at least two
competent Supervisors and a period of service and training as Assistant Supervisor. In the
latter he must have shown some teaching ability, but primarily the ability to enable others
to observe for themselves, to evolve their own conclusions and applications, and above
all to grow…. (Hall, 1992, p. 55)
Lutheran and Southern Baptist CPE communions: the Third Generation of CPE
As the Council for Clinical Training and the Institute for Pastoral Care were developing
clinical education for pastors, two denominations took a significant interest in developing CPE
within their own communities of faith. The Lutheran Advisory Council on Pastoral Care was
created in 1949 when the National Lutheran Council and the Missouri Synod Lutheran Churches
decided that clinical training for chaplains needed to be addressed. The Lutherans had
considerable interest in chaplaincy and, when the City Hospital in St. Louis replaced the
Lutheran chaplain with a Council for Clinical Training chaplain supervisor in 1945, the
Lutherans decided to join the conversation about education of chaplains (Thornton, 1970). They
were concerned that the Council for Clinical Training did not have a positive relationship with
seminaries. The goals for the Lutheran Advisory Council were: 1) to promote interest in clinical
training as a part of theological education, 2) to assist the Lutheran seminaries in creating clinical
training centers and in hiring clinical instructors, and 3) to establish standards for the training
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programs in keeping with Lutheran theology. The Lutheran Advisory Council was particularly
important because of its leadership in calling together the Committee of Twelve in 1951; the goal
of the Committee of Twelve was to create national standards for clinical pastoral education.
The Committee of Twelve included representatives from the Lutherans, from the Council
for Clinical Training, from the Institute for Pastoral Care, and from the Association of Seminary
Professors in the Practical Field. Seward Hiltner, executive secretary of the Department of
Pastoral Services of the Federal Council of Churches, predecessor organization of the National
Council of Churches, was instrumental in creating the Association of Seminary Professors in the
Practical Field; he “initiated a conference of seminary administrators to consider ‘the practical
field in theological education with special reference to pastoral care and counseling’” (Thornton,
1970, p. 119). The inclusion of seminary representation in the Committee of Twelve brought
clinical pastoral education from a movement separate from theological education (at least in the
Council for Clinical Training) to an education method combining experiential education with
academic preparation for ministry. The Lutherans led the way in integrating clinical training in
seminary education. Although they followed the leadership of both the Council for Clinical
Training and the Institute of Pastoral Care, the Lutheran Advisory Council also certified its own
CPE supervisors. Most of the Lutherans held dual certification by one of the original bodies and
by the Lutherans. In the wider expanse of seminary education for ministers, Hiltner’s leadership
led to a call to integrate practical aspects of pastoral education with the rest of the curriculum for
seminaries; this marked a deepening of acceptance of experiential education as valid for the
education of ministers.
The Southern Baptists also created a program integrating CPE into seminary education.
Wayne Oates became a clinical training supervisor who was instrumental in beginning the
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Southern Baptist Association for Clinical Pastoral Education. Oates’ request to become a
Council for Clinical Training CPE supervisor was denied, as was his application to develop a
program of CPE at the Southern Baptist Theological Seminary in Louisville, Kentucky. No
alternatives were suggested, so Oates decided to create his program in such a way that it would
be “wholly responsible to seminary educational policies” (Thornton, 1970, p. 154). In addition to
the CPE centers and the Southern Baptist Theological Seminary in Louisville, Southern Baptist
CPE programs were held in Winston-Salem, North Carolina and New Orleans, Louisiana. By the
time of the unification in 1967, there were over 70 CPE supervisors in the Southern Baptist
Association for Clinical Pastoral Education. The Southern Baptists had created their own
certification process for CPE supervisors, none of whom were dually certified. According to The
Dictionary of Pastoral Care and Counseling (2005):
By 1956, Southern Baptist leaders recognized that the clinical pastoral education
movement was moving toward unification without them. Their concern to become a
visible and influential force led them to unite as an association…. Having participated in
the move toward unification, the members of the Association voted at the annual meeting
in 1967 to dissolve the Association in order to fully participate in the nationally unified
Association for Clinical Pastoral Education effective January 1, 1968. (King, p. 1205)
Certification as a Window to Supervisory Education
The process of certification as a CPE supervisor has always been of supreme interest to
CPE supervisors because it has been something of a mysterious initiation rite. For many years,
certification was known as “accreditation.” Both CPE supervisors and CPE training sites went
through a process of accreditation. The functions of accreditation for CPE sites, or centers, and
certification of CPE supervisors eventually came to be separated. The certification process, both
in the formative years of CPE and to this day, is a window into the process of supervisory
education.
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Because the work of CPE in both of the early organizations was similar, the Institute and
the Council members met in 1951 to consider how they might best work together. As a result of
that meeting, a group called “the Committee of Twelve was formed with three representatives
each from the Lutheran Advisory Council, the Institute of Pastoral Care, the Council for Clinical
Training, and the Association of Seminary Professors in the Practical Field” (Hall, 1992, p. 71).
Charles Hall was the first executive director of ACPE, the organization eventually created from
these bodies and from the later addition of the Southern Baptist arm of CPE. Hall wrote a history
of CPE (1992), 20 years after Thornton’s Professional Education for Ministry: a History of CPE
(1970). Hall’s report of the audiotaped comments from the meeting of the Committee of Twelve
is fascinating and instructive. The Committee of Twelve met to help the participating
organizations work toward unification. The key sticking point noted in all three expressions of
the history of CPE (Thornton; Hall; and Steere, 1989) was the practice of supervision and the
manner of certifying new supervisors. The two organizations practicing supervision were the
Institute and the Council; both apparently kept their practices cloaked in a veil of mystery. The
process of becoming a supervisor had the feel of initiation into a special club. The philosophies
of the two organizations naturally affected the type of supervision each used, and defined the
style of supervisory evaluation each practiced.
It is impossible to separate the practice of educating supervisors from the practices of
evaluating, certifying, and/or accrediting supervisors. Much of the oral history of CPE revolves
around certification stories. In his history of CPE (1992), Chuck Hall recounts his own
certification story. He was asked a couple of key questions by supervisors who knew and trusted
his training supervisor, then proclaimed a supervisor and handed an open bottle of alcohol as a
form of “communion”; drinking together signified collegiality and acceptance.
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In conversation with John Thomas, former president of ACPE and a long-time member of
the ACPE History Committee, I learned that the process of the Council was to move from being
an assistant supervisor, then an acting supervisor, and finally a supervisor. Thomas, who became
a CPE supervisor in 1949, said that when he returned from the Navy in 1946, he had already had
two units of CPE. His supervisor, Fred Kuether, sent him to a program in Elgin to become an
assistant supervisor. When he arrived at the program in Elgin where he was to be an assistant,
Bill Andrew, the supervisor of the program “discovered that I was not ready yet.” Thomas said
that Andrew discovered this by talking with him and, in the context of the conversation, Thomas
imagined that “I was not doing much personal sharing.” Thomas said that although he had taken
two units of CPE, he was “not ready for the kind of supervision Bill Andrew was giving in terms
of focusing on relationships in the group.” After his third unit of training in this program,
Thomas began supervising students and attended his first supervision conference in 1948. He
talked with the supervisors there and was interviewed to become an acting supervisor. The next
year at the fall conference he was interviewed to become a full supervisor. The issue, he said,
was that the supervisors wanted to ensure he was not being unduly influenced by his wife, a
Rogerian counselor. From this story, the personal nature of the review for certification is clear.
The emphasis was not so much on what Thomas could do, but on who he was as a person and as
a supervisor. His story emphasizes his relationships with the men who were his supervisors. This
story offers insight into the lack of standardization and the practice of fraternalism in the Council
for Clinical Training.
Observing the Certification Process
As the move toward unifying CPE into one organization continued, leaders of both the
Institute and the Council realized that the education and certification (called accreditation at the
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time) of supervisors posed a problem. At the 1962 fall conference where all those engaged in
clinical education for ministry assembled, one of the supervisors, John Smith, proposed a method
for addressing the difficulty:
I am sure all of us would agree that the only way we can understand the accreditation
practice of each other’s group is to share in the process. That is the only way of getting
the ‘feel’ of what takes place. (Thornton, 1970, p. 178)
The chairmen of the accreditation committees for the Council and the Institute agreed and
arranged for three joint meetings in the next year. Each group watched the other review
candidates for supervision. The two groups felt discouraged as the Institute seemed overly
academic and pastoral, and the Council seemed to emphasize emotions and inner work too much.
The experiment became more hopeful when supervisors from each group formed a small
committee and those watching agreed that the combined committee did better work than either
group had done alone. Still, the stories are about certification of supervisors and not about how
those men—in those days, they were all men—learned how to do the work of supervision. David
Steere (1989) points out that pastoral supervision has been practiced, taught, and evaluated at
least as fully as supervision in any profession: “Among the professions, no group has developed
a more thorough system for training, examining, and accrediting competent supervisors than the
Association for Clinical Pastoral Education” (1989, p. 12). John Thomas created a monograph
called A “Snap Shot” History (1975-2000) of the Association for Clinical Pastoral Education,
Inc. In this monograph, he wrote that “the late Ernest Bruder of St. Elizabeth’s Hospital,
Washington, D.C., saw the need for more extensive training for those desiring to become
supervisors” (2000, p. 23). Thomas reported that Bruder created the idea of a residency year in
CPE, but the nature of the education of the supervisory student is not defined. In conversation
with me, Thomas said that Bruder’s residency was a three year program and was the beginning
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of formal supervisory education. Thomas’ review of stories he heard about certification and
conversations he recorded on the subject reveal a change in the education of supervisors. The
change was from informal modeling and learning while supervising to an intentional program
designed to educate CPE supervisors.
A Current Perspective on the CPE Supervisor Certification Process
Thomas quoted Bill Russell, a supervisor with “long experience in the certification
process”:
The arrival of large numbers of women as well as other races and a more diverse student
population began to change the face of CPE as well as challenge the way in which the
supervision and education of CPE was carried out. This also challenged the way in which
persons were educated in the art of supervision… In the certification process, there came
to be more focus on students, group process, and the value of peer interaction as opposed
to the dominate (sic.) supervisor as the dominant personality. Also, there was a challenge
to the elevated importance of intuition. Intuition without theory became problematic and,
at times, harmful to students. Persons seeking certification needed to be able to give
theory to what they practice…a challenge in the education of CPE supervisors. Part of
this problem is that many of these persons are still being educated by persons who are
unable to share with a student in supervisory education why they do what they do…This
brings challenges from the Certification Commission when candidates arrive unaware
that a new day has arrived on the CPE horizon. All of the above, on the whole, have been
very positive movements in our organization. (Thomas, 2000, p. 24)
In her book on small group work in CPE, Hemenway (1996) reviewed the certification of
supervisors with attention to how fully the group element was addressed. CPE includes a
significant small group element in the curriculum, and Hemenway noted that few of the theories
of supervision presented by aspiring supervisors addressed group theory fully. In her review of
the certification process, Hemenway noted that certification was quite subjective. She included
Hall’s story of his certification as a way of demonstrating that careful review as understood in
the 1990s had not been done. Supervisors were intuitively accepted or rejected, and the process
felt murky to some, abusive to others, and subjective to most. In the mid-1980s, a task force was
created to revise the certification process. The revision included a written standardized test as
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well as requirements for position papers on the supervisory candidate’s theology, personality
theory, and education theory. These academic pieces would be integrated with the supervisory
candidate’s practice of supervision as recorded on tape. The certification committee would know
that the test had been passed and that the position papers had been accepted by two out of three
anonymous readers (also supervisors). The certification committee would review the supervisory
candidate at the National Commission level. If the candidates successfully met the committee,
they would be certified as associate supervisors.
The process of becoming certified has been refined and still is in the process of changing.
In August 2006, an ACPE Presidential Task Group generated a report on training and
certification. Its process was to have “reflective conversations with ACPE leaders, supervisors,
students and stakeholders.” The group collected training curricula and certification data of
unspecified origin. In the conclusions section, the report stated:
We have learned that because our educational methods are often developed
autonomously, and because they often reflect diverse practices across the organization,
there are often differing expectations between those who provide supervisory education
and those who certify…One systemic result may be that our methods of evaluation of
supervisory candidates and associate supervisors tend to focus more on subjective
assessments of personal integration than on professional competency. Both are essential,
but the feedback from those who have experienced the certification process as students
and as educating supervisors suggests we have erred on the side of subjectivity, with an
“oral tradition” that is difficult to comprehend. (ACPE Presidential Task Group Report,
p. 2)
The conflict between professional competency and personal integration that began
between the Institute for Pastoral Care and the Council for Clinical Training some 60 years ago
is alive and well in the CPE supervisory process today. The report provides specific conclusions
about supervisory education in the section entitled “Regarding supervisory education and
curricula.” Among the 15 conclusions listed, these are particularly relevant to this dissertation:
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1. We reflect a broad range of practices in our educational theories, methods, and
curricula
2. Our educating supervisors and programs function with a high level of autonomy
without clear avenues for cross-fertilization and collaboration
3. We have not yet developed effective processes and standards for identifying and
supporting supervisors who provide supervisory education
4. We have no consensus on what constitutes “readiness” for supervisory education
5. As an organization, we are currently unable to articulate a supervisory education
process that will lead to professional certification as an ACPE supervisor.” (ACPE
Presidential Task Group Report, 2006, p. 3)
This task group report reflects the deep need of supervisors in ACPE to learn about the
experience of effective CPE supervisory education of supervisors. The experience of
organizational elders has not been gathered, reflected upon, and shared with the wider
organization. The CPE movement has become a profession; the profession needs a body of
knowledge about what constitutes effective education of students in supervisory CPE. This
dissertation will add to the study of the supervisory process by focusing on the experience of
supervisors doing particularly effective supervisory education.
Context for CPE Supervisory Education in 2007
In the early 1900s theological and cultural changes set the stage for the birth of CPE;
currently, both social and theological events in the late 20th century have set the stage for
changes in the CPE supervisory process. The inclusion of women in professional roles has
changed our society in a myriad of ways. Diversity of gender, race, faith tradition, nationality,
and sexual orientation has changed the landscape of ACPE in ways that make education at every
level of CPE and subjectivity in certification even more problematic. At the National ACPE
meeting in October 2007, supervisors serving on national commissions such as Certification and
Accreditation were required to attend a day-long workshop entitled “Multi-cultural
Competencies and the ACPE Standards.” The theme of the conference was articulated and
explained in this way: “The 2007 conference theme, ‘Connecting in a Culture of Complexity:
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Supervision in the 21st Century,’ is symbolized by an Eternal Knot. Used in many cultures and
religions, this knot symbolizes the infinite wisdom of the Divine” (ACPE website, 10-19-07).
The conference theme and requirement for leadership education in multicultural competencies
indicates the emphasis the organization is placing on diversity.
The changes in healthcare in the past twenty years continue to heighten ethical issues and
bring moral decision-making into greater clarity for some and into vast uncertainty for many.
The effect on education for pastoral care has been to increase anxiety about the future of the
profession as payment for non-revenue generating services is called into question. As pastoral
care providers seek ways to demonstrate the positive difference they make for patients, families,
and staff, chaplains have broadened the scope of the profession by adding research as a way to
measure pastoral care effectiveness. The founders of CPE focused on patients and families;
increasingly, challenges and pastoral needs for guidance come from staff members in hospitals.
The CPE student learning how to listen now will be listening to conversations that may include
daunting levels of technological sophistication. With the advent of the internet, patients and
families are much more informed consumers of healthcare than they were able to be in earlier
eras. Education programs as well as healthcare institutions are more consumer-oriented than
before. Authority increasingly rests in the relationship between teacher and student, rather than
purely in the purview of the teacher. Supervisors face these changes with awareness that the
Standards of ACPE begin with a section on professional ethics which includes material about the
rights and responsibilities of the student. The Professional Ethics Manual for ACPE is now
called the Processing Complaints of Ethics Code Violations and is 35 pages long. The first page
is devoted to describing the Professional Ethics Commission, and the rest of the manual—apart
from the glossary and the appendices—outlines the process for working with complaints. This

27
attention to complaints reflects the struggles supervisors have had with using their power
appropriately and the care ACPE has taken to provide students and supervisors with a path either
for mediation or redress. Just as patients in hospitals have become customers, students in ACPE
programs have become consumers. In part, attention to needs of those with less power comes
from a desire to be more caring; in part, this attention comes from fear of litigation.
A fine explanation of cultural positioning for pastoral care supervision may be found in
the seven essays at the end of the current version of the Dictionary of Pastoral Care and
Counseling (2005). The purpose of the essays is to reflect on themes indicating changes in the
pastoral care climate in the 15 years since the Dictionary was originally published in 1990. The
following series of quotes provide insight into the cultural context at the turn of the century:
The decade of the 1990s was a time of tremendous ferment and productivity in the United
States by women and men of both European American and African American racial
identities and differing sexual orientations who together demonstrated increasing nuance
and methodological sophistication in their attention to alternative theological,
methodological, and practice issues in the field. (Ramsay, p. 1358)
The word “ferment” is used in several of these essays; this suggested to me that changes in our
culture have brought about uneasiness in pastoral care communities. Ramsay reflected the
attention to diversity and the effect such diversity is having in multiple arenas of pastoral care.
As cultural changes persist, supervisors must learn to adapt their CPE programs in ways that
respond both to the diverse educational needs of CPE students and equip students to respond
pastorally in the midst of diversity issues new to many of them:
…I use the image of the web to depict a major change in the field as a whole, and I
describe that change in terms of a modification in primary subject matter from the “living
human document” to “living human web” (1993, 1996). My focus is less on who offers
care (clergy or laity) or how care is offered (hierarchically or collaboratively) and more
on what care involves today. Genuine care now requires understanding the human
document as necessarily embedded within an interlocking public web of constructed
meaning. (Miller-McLemore, 2005, p. 1373)
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Miller-McLemore’s turn of Boisen’s phrase suggested a paradigm shift essential in this
millennium. Boisen was ground-breaking in his understanding that individuals teach us so much
about themselves, ourselves, and the Divine. In this interconnected systems age, MillerMcLemore pointed the way to considering how the context influences the individual and requires
attention from the pastoral care provider. In another of the essays, Neuger wrote about a major
theme in the present day: “The dynamic of power and difference is a central concern of pastoral
theology in the postmodern context” (Neuger, 2005, p. 1381). As noted above, attention to
ethical considerations demonstrates the need for supervisors to be vigilant about their use of
power and how they lead students to be in relationship to power—their own as well as others’.
The context in which pastoral care is taught has expanded exponentially since the early days
of CPE:
Three types of processes seem to characterize developments in pastoral care and
counseling on the global scene over the past two decades. These can be described as
globalization, internationalization, and indigenization….Indigenization, the least
recognized of the processes, is occurring on the margins of the global movements. In this
process, models and practices indigenous to non-Western contexts are beginning to be reevaluated and utilized in pastoral practice. In line with postcolonial cultural, social,
linguistic, and political criticism, indigenous practitioners of healing are increasingly
encouraged to impact the halls of power in the practice of pastoral care and counseling in
several places in the world. (Lartey, 2005, pp. 1392 – 1393)
CPE methods are well suited to consider behavior of oneself, but the paradigm is based on a
Western Christian context. An on-going issue in CPE supervision is determining how to meet
students where they are while at the same time providing feedback in culturally appropriate
ways. As noted above, the organization is wrestling in meaningful ways with these issues:
While other clinical disciplines have changed to reflect new research and changing social
contexts, pastoral counseling has not substantially diversified its psychological base. The
result is a dated theological anthropology and understanding of human problems
embedded in psychoanalysis—a model that is no longer dominant in either theology or
psychology. Lester (2000) argues that postmodern, contextual, and systemic frames are
reshaping theological anthropology in a way that makes this position untenable. He
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highlights a tendency among CPE supervisors to “cling to a particular theory of
personality and methodology as if it were Truth, in the same way that religious
fundamentalists cling to a particular dogma, as if it were the life raft that keeps them
afloat”( p. 151). Singular commitment to one theory is inconsistent with research that
demonstrates no clear advantage of one theory over another. He proposes that AAPC and
ACPE must now question training that is not theoretically multilingual. (Townsend,
2005, p. 1413)
This is a powerful quote that speaks about pastoral counseling but is equally applicable to
pastoral care. Lester’s critique of CPE as stuck in one type of theory provides a challenge with
which I agree and address in the following chapter.
Positioning of the Researcher
My first unit of CPE was in 1981; I have had four CPE supervisors and have benefited
from the wisdom of each. From the first three, I learned pastoral care skills. From the fourth, I
learned the art of CPE supervision. I doubt whether any of my supervisors would have
considered themselves purveyors of wisdom. In the Dictionary of Pastoral Care and Counseling,
wisdom is defined in this way:
Wisdom is primarily existential, a quality of undeceived understanding and experience
won through struggle and effort over time. It is therefore largely tacit, only partly
reducible to speech and writing—and is marked by qualities of self-knowledge, maturity,
perspective, judgment, a sense of the whole, and a capacity to find a certain dialectical
wholeness in the contradictory aspects of experience. (Hunter, 2005, p. 1325)
In my experience, the process of CPE education both came from wisdom and led to the
beginnings of wisdom. “To become wise, to transcend one’s obstinately self-regarding nature, is
understood by wisdom to be a process of education” (Newsom, 2005, p. 1326).
My research on the topic of Educating Clinical Pastoral Education (CPE) supervisors was
conducted from the vantage point of a practitioner. I was certified as a CPE supervisor in 1990.
Certification as a CPE supervisor meant that I had demonstrated competence in the education of
CPE students at what was then called basic and advanced levels of CPE; now we refer to these
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stages of education as levels I and II. I have supervised students in a congregation-based CPE
setting for five years. I have directed a CPE program in a major pediatric medical center for the
past 12 years. On average, I currently supervise between six and nine students per year.
Certification as a CPE supervisor also provides me with a credential allowing me to
educate students in CPE Supervisory Education (SSEs). I have supervised four SSEs and through
difficult experiences, came to realize that my education did not equip me to do this type of
supervision. Although I sought consultation, I decided that I would benefit from knowing how
supervisors experienced in Supervisory CPE deliver this type of education.
Although CPE began as a movement in the 1920s and began educating supervisors in
1933 (Thornton, 1970), I have found only three articles on the subject published in the last 20
years of the Journal of Supervision and Training in Ministry and in the Journal of Pastoral Care
and Counseling, both in association with the ACPE. All three articles were simple considerations
of practice which could easily have been replicated or expanded. Certification of supervisors,
accreditation of education programs, and development of standards for both supervisors and
programs have been the focus of the professional organization throughout the history of CPE.
However, there has been little empirical evidence to substantiate the value, difference or
effectiveness of such educational programs in producing effective supervisors. In fact, we know
little about how effective supervisors engage in supervision or understand the processes in which
they engage.
In the building an epistemology of practice, it is critical that empirical evidence be
brought to bear on the suppositions and anecdotes of supervisory practice. Educators, supervisors
and pastoral clinicians may benefit from the tacit knowledge of supervisors who are highly
respected by their peers and known to do particularly effective work in supervision. CPE
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supervisory education generally takes between two and five years and is provided to students
who demonstrate both an ability to do competent pastoral care and to use the educational tools of
CPE for learning. This is to say that students entering supervisory education are competent
professionals who are prepared to learn the art and skill of educating others to be practitioners of
pastoral care. Pastoral care texts and articles abound; the dearth of literature about educating
students to be pastoral supervisors is surprising. Supervisors have tended to rely on literature
from cognate disciplines in developing a conceptual framework for teaching pastoral
supervision.
Purpose of the Research
The purpose of this study was to determine the practices of particularly effective CPE
supervisors of SSEs and to generate theoretical propositions on CPE supervisory education. To
this end, I have employed a grounded theory method (Glaser & Strauss, 1967) to study those
supervisors considered by their peers to be effective at educating SSEs. The grounded theory
method included a series of interviews with these professionals that focused on uncovering their
tacit knowledge of the supervisory education process. I have referred to their tacit knowledge as
supervisory wisdom.
Congruence between the Research Method and the Phenomenon Being Studied
The question for this dissertation is: What is the experience of supervisors who are
effective in educating CPE Students in Supervisory Education? Exploration of tacit knowledge
based on experience was central to this study’s approach. Through the grounded theory
interviewing approach, respondents have had an opportunity to reflect on their experiences and
the meaning of those experiences in supervisory educational processes. Rather than attempting to
fit the practice of CPE supervisory education into a framework, theoretical propositions will
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emerge from textual analysis of the interviews. This open process of exploration honors the
individual views of the supervisors and, at the same time, identifies basic social processes in the
supervisory process. Grounded theory shares significant common ground with processes in CPE
because it evokes wisdom via the interview relationship. Further, both grounded theory and the
educational roots of CPE are based in the philosophy of pragmatism. Finally, both grounded
theory and CPE Supervision are grounded in experiential knowledge and relational learning.
Conclusion
This chapter situates CPE supervisory education in the history of CPE and in current
concerns. The strands of the Institute for Pastoral Care and the Council for Clinical Training are
still very influential in the practice of CPE Supervision today. Supervisors still work on skill
development and are often in relationships with seminaries from which many CPE students
come. These attributes are the legacy of the Institute for Pastoral Care. CPE supervisors focus on
the theological and psychological wisdom and integration of their students. This is the legacy of
the Council for Clinical Training. The emphasis on clinical material written in a format that may
be studied in the small group of CPE peers is the heritage of both groups and the basis of CPE
learning. The student’s use of self in ministry and in CPE Supervisory Education was and
remains a strong focus in the CPE process. This dissertation seeks to understand how effective
CPE supervisors doing CPE supervisory education use themselves and the CPE process in the
service of educating supervisory students. This study is timely because the process of CPE
Supervisory Education is under review by the ACPE. The lack of empirical work in studying the
process of CPE supervision suggested that this work would have something important to offer to
the understanding of the supervision of SSEs. CPE practitioners study the living human
document. CPE students and supervisors practice the action/reflection (action leading to
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reflection) method of learning. Therefore, studying the tacit knowledge of supervisors—their
supervisory wisdom—through the emergent qualitative method of grounded theory seemed well
suited to this research focus and the natural processes engaged in CPE supervision.
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Literature Review
Pastoral supervision is a broad subject. It is defined in the Dictionary of Pastoral Care
and Counseling as
a dimension of the overall ministry of the religious community carried out by a pastor
who offers both administrative oversight and a pastoral relationship to one or more
persons engaged in developing ministerial competency and identity through actual
ministerial practice. (Patton, 2005, p. 1239)
The topic specific to this dissertation is supervision in the context of Clinical Pastoral
Education. According to Patton,
One of the central contributions of Clinical Pastoral Education (CPE) to the ministry of
the religious community and to education for that ministry is the reaffirmation that
pastoral supervision is a significant dimension of ministry with theory and practical
knowledge which the pastor may develop. (2005, p. 1239)
He credited CPE with creating the discipline of pastoral supervision:
The two major clinical training organizations, the Council for Clinical Training and the
Institute for Pastoral Care, developed standards for what constituted a satisfactory
training setting and what qualifications a supervisor of clinical training needed to have. It
was in the development of these standards, in the process of designating persons as
qualified to be supervisors, and in the previously unpublished writing, printed in
conference proceedings, through which chaplains attempted to share with each other what
was involved in supervising students, that the discipline of pastoral supervision emerged.
(p. 1240)
Two organizations provide pastoral supervision. They are the Association for Clinical
Pastoral Education (ACPE), defined and described in chapter one, and the American Association
of Pastoral Counselors (AAPC). The pastoral supervision literature has been written by members
of one or both of these organizations. Levels I and II CPE provide education for clergy and lay
people seeking to learn pastoral care. Supervisory CPE provides education for those seeking to
supervise CPE. Formed in 1964, AAPC provides education for people learning pastoral
counseling. Like ACPE, AAPC is an interfaith organization committed to “the spiritual
commitments and religious traditions of those who seek assistance, without imposing counsellor
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beliefs on to the client” (Woodruff, 2002, p. 94). In addition to educating pastoral counselors,
AAPC educates supervisors of pastoral counseling. As shown in Table 2.1, both ACPE and
AAPC have three levels of membership representing three levels of education.
Table 2.1 Levels of Education in ACPE and of Membership in AAPC

ACPE

AAPC

Level I

Certified Pastoral Counselor

Level II

Fellow

Supervisory Education

Diplomate

These levels do not correlate perfectly although both depict different levels of
competence in practice. In ACPE, Levels I and II indicate increasing pastoral identity and skill
development. Supervisory CPE equips a person to seek certification to become a CPE
supervisor. In AAPC, a Certified Pastoral Counselor provides counseling under direct
supervision. A Fellow is a certified pastoral counselor. To become a Diplomate in AAPC,
candidates must be certified as pastoral supervisors. Papers written for certification as a CPE
Supervisor in ACPE and as a Diplomate in AAPC require demonstrated competence as a pastoral
supervisor.
The focus of this study is the supervision of students in supervisory education (SSEs) in
CPE and, although there is a paucity of research that directly explores this specific area of
interest, there is considerable literature on pastoral supervision broadly and supervision within
CPE more specifically. To augment understanding of the supervision of SSEs, the scope of this
review includes those studies from the adjunct field of counseling psychology that have
addressed this topic. I have consulted the counseling psychology literature for two reasons: for
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help in discerning the ways that post-certification development of theories and models might be
used for continuing supervisory education; and for guidance in researching supervisory
education theories and practices. Review of the counseling psychology literature will substantiate
that research on the supervision of CPE supervisory education will add a much needed
component to this field of practice. Because acronyms are used repeatedly in this literature,
Table 2.2 provides a glossary.
Table 2.2. Glossary of Acronyms

AAPC

American Association of Pastoral Counselors

ACPE

Association for Clinical Pastoral Education

CPE

Clinical Pastoral Education

SSE

Student(s) in Supervisory Education

SIT

Supervisor(s) in Training

Twenty years of Literature on Pastoral Supervision
The pastoral supervisory literature in the Journal of Pastoral Care (currently called the
Journal of Pastoral Care and Counseling) and in the Journal of Supervision and Training in
Ministry (currently called Reflective Practice: Formation and Supervision in Ministry) between
the years 1985 and 2005 contains 54 articles with information on the education or supervision of
students in supervisory CPE, that is, the preparation of student supervisors in supervisory
education. In addition, books frequently referenced in these articles—Steere (1989) and Estadt,
Compton & Blanchette (1987)—were also reviewed. However, only three of the 54 articles
actually addressed research on the education of supervisors. Although pastoral care providers
have been supervising since the 1920s (Thornton, 1970), and training supervisors since the
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1950s, publishing accounts of the education of supervisors has not been a priority of the
profession. A seminal research report that explored the education of supervisors, although not
published in a professional journal, is reviewed. The Doctor of Ministry (D.Min.) project
focusing on the education of CPE supervisors (Harper, 1991) is available through a service
which stores D.Min. projects. Of the 36 D.Min. projects with the subject “pastoral supervision”
registered with the Theological Research Exchange Network in November 2006, only Harper
focused on the education of SSEs.
To provide an overall perspective on the topics of interest and numbers of articles in
pastoral supervision, references are organized into categories depicting the primary focus of the
report.
Table 2.3. Categories of Pastoral Supervision Literature

Category

Articles

Books

D.Min. Project*

Theories of Supervision

13

0

0

Models of Supervision

10

2

0

Multicultural aspects

5

0

0

Supervision of Supervision

3

0

1

Supervisory Certification

3

0

0

Principles of Supervision

2

0

0

History of Pastoral Supervision

2

0

0

Canadian Pastoral Supervision

1

0

0
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Note. *D.Min. is Doctor of Ministry.
Categories most relevant for this study include theories of pastoral supervision, models of
pastoral supervision, and research on pastoral supervision. Four of the categories have only one
article represented. In this chapter, the discussion of pastoral supervision is organized around
each of these categories and the relevant empirical literature. I reflected on these writings with
attention to what they add to an understanding of supervisory wisdom.
Because the empirical research on pastoral supervision is limited, relevant empirical
research on the education of supervisors in counseling psychology is also reviewed. The reasons
for choosing counseling psychology are threefold: pastoral care and counseling psychology have
similar roots in the human growth movement; counseling psychology is a leader in published
research on supervision practice and the supervision of supervisors; and several of the authors
referenced by pastoral supervisors are either also referenced by counseling psychologists or
originated in counseling psychology. For example, Ekstein & Wallerstein (1958); Mueller &
Kell (1972), Kohut (1978); Stoltenberg & Delworth (1987); and Schön (1983) are all familiar
and may be considered formative for the education of supervisors in both fields (Holloway,
1994; Holloway & Neufeldt, 1995). Additionally, programs of counselor education which are
frequently housed within departments of counseling psychology have historically included
members of the clergy seeking counseling certification (Holloway, personal communication).
The historical and on-going association of these two fields of practice makes it reasonable and
advantageous to consider the literature on supervision of supervisory processes in both fields to
inform the design and findings of this study.
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Literature from the Field of Pastoral Supervision
The goal of this section is to demonstrate the need for research in the area of pastoral
supervision. The theoretical and research literature in pastoral supervision is organized by area of
focus. First, the literature describing theories are covered. This is followed by models and
various categories applicable to pastoral supervision. The section on research is quite brief
because very little research has been conducted on the subject of pastoral supervision.
Theories of Pastoral Supervision
The theories of pastoral supervision articles span a period from 1984-1985 to 2005.
Twelve of the 13 articles are from the Journal of Supervision and Training in Ministry (JSTM);
all but one are Theory Papers of the Year. These papers were submitted for certification in either
the American Association of Pastoral Counselors (AAPC) or ACPE. The one article from the
Journal of Pastoral Care (JPC) explored the use of metaphor in supervision (Townsend, 1990).
Other articles on theory were largely application of theories from related fields, primarily
psychology, to the practice of pastoral supervision. I looked at three random articles (Karl, 19841985; Pruett, 1989; and Lotze-Kola, 2002) to see which authors were cited: they included
Ekstein & Wallerstein (1958), Bion (1961), Langs (1976, 1977, 1979), Kohut (1977, 1978,
1982), Schön (1983), Winnicott (1986), and Estadt (1987). I chose these articles to check the
hypothesis that pastoral supervisors generally cite theorists from other disciplines. Indeed, only
one theorist named in this small set of papers was a pastoral supervision author—Estadt (1987).
It is noteworthy that pastoral supervisors rarely cited writings from their own field. I suspect that
the reason for this is that so little theory has been written by pastoral supervisors postcertification.
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In this section, the theory papers have been organized into three subcategories. Five of
the 13 papers focus most heavily on psychotherapy theorists. Four emphasize theological themes.
The remaining four could be classified as having an education orientation. Interestingly, these
categories reflect the current theoretical categories requiring papers by SSEs in the ACPE
certification process.
Psychodynamic theories. Karl’s (1984–1985) focus was on supervision of pastoral
counseling. He offered images of a Zen master helping to create a cup for the student to hold
wisdom and of Parzival, a knight in the legend of the Holy Grail who learned the importance of
suffering as the way to connect and bring healing to the wounds of the other:
The supervision of pastoral counselors receives its focus from blending the two stories.
Supervision enables the trainee to grow the inner cup where the healing and the holy
meet in a space that is open to another’s suffering and thirst for wholeness. (p. 16)
His image of supervision of pastoral counselors was that of Jesus teaching his disciples. Karl’s
definition of the supervisory goal included “to listen therapeutically, to think therapeutically, to
do therapy, and to be therapeutic” (p. 18). He called his model of supervision “systemic
parallelism” and said that it was drawn from Ekstein and Wallerstein (1958), Mueller and Kell
(1972), and Langs (1979) (p. 27). The parallel structure had to do with the student’s role: “in
short, the trainee has two role relationships and sets of learning issues: (1) with the client as
therapist and learning problems; (2) with the supervisor as trainee and problems with learning”
(p. 27). I found Karl’s use of the concept of “parallel structure” to be reflective of the wisdom to
which he referred in his paradigm of the Zen master and the cup. Within the supervisory
relationship, wisdom can be recognized and received.
In his article “Theory and Practice of Clinical Supervision with Pastoral Counseling
Trainees,” Pruett (1989) wrote that his “approach to pastoral psychotherapy and supervision
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integrates analytic, systemic, developmental, and experiential theories” (p. 74). Pruett focused on
the difference between therapy and supervision: “The main purpose of the supervisory covenant
is to facilitate the trainee’s movement toward increased competence in terms of clinical
standards, while the therapeutic covenant focuses upon resolution of inner conflict and system
dysfunction” (p. 77). This distinction between therapy and supervision is a theme winding
through the pastoral supervisory literature.
Pruett (1989) noted that “clinical supervision occurs within a unique context” (p. 78), and
further noted that the context described by Ekstein and Wallerstein (1972) is limited by the fact
that it was based on a medical model (focused on illness rather than growth) and that it “does not
portray the rapidly expanding arena of clinical training which I prefer to call the clinical pastoral
training milieu” (p. 78). While Ekstein and Wallerstein presented the clinical rhombus with four
aspects—supervisor, student therapist, patient, and administrator—Pruett suggested that, at his
medical center, “the milieu might be represented graphically by twelve interlocking circles”
comprised of “counselee, trainee, supervisor, administrator, referral resource, faith community,
medical caregivers, peer group, training committee, degree program, certification committee, and
licensure authority” (p. 78). Pruett postulated that the “training milieu is formed by the
interaction of any of the components, each having its own process and collectively influencing
the supervisory process” (p. 78). This attention to milieu led to the creation of a theory that
expands vision of how many dimensions are included in education from a pastoral perspective,
and how they all inform one another. Pruett’s expression of wisdom came in his vision to apply
the classic model of Ekstein and Wallerstein to a theologically grounded model situated in a
wider context.

42
McCarthy’s (1992-1993) theory of “Pastoral Supervision as a Formational Process” used
Kohut’s (1984) principle of empathy to describe her practice of pastoral supervision (p. 112).
Empathy was the principle relationship tool used by the supervisor to engage the supervisee.
McCarthy posited that the more the supervisor could empathize with students and offer them a
healthy holding environment, which included peer group considerations, the more fully the
students could make themselves vulnerable and available for various kinds of learning. The
theology that grounded this theory came from McCarthy’s Roman Catholic belief system:
More specifically, the theory of pastoral psychotherapy supervision which is presented
here is rooted in the conviction that grace builds on nature, that we find grace precisely
where we find ourselves, and that there is no privileged arena of religious experience. (p.
120)
McCarthy noted that the identity formation of a pastoral psychotherapist grew and developed in
large part as a result of the integrative relationship and experience of supervision. McCarthy’s
use of empathy, attention to integration, and attention to the holding environment conveyed
wisdom about essential elements in pastoral supervision. Like Pruett, she widened the context of
pastoral supervision; grace knows “no privileged arena of religious experience.”
Lotze-Kola (2002) applied Winnicott’s (1986) “good enough mother” to the concept of
supervision (Lotze-Kola, p. 178). Lotze-Kola’s CPE supervisory theory was based on
Winnicott’s concept of learning as play, with the role of the supervisor based on the one who
facilitated play for the child—the “good enough mother.” “The mother’s task is to gradually
disillusion the child of her omnipotence and that of the child. Through mirroring and gradual
disillusionment, the child finds her or his identity that enables engagement in cultural
experience” (p. 180). Lotze-Kola equated professional development in pastoral care with
personal development; the pastoral care provider in formation was equated to a child and the
CPE supervisor was equated to a mother. As a corrective for the student who does not
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understand learning as play, she relied on Schön’s (1987) “pragmatic reflective method” of
learning in which the role of the supervisor was more that of coach (Lotze-Kola, p. 178). Schön
“sees learning as a dialogue between coach and student and as a reciprocal chain of reflection-inaction” (p. 181). Schön’s image is powerful for students in supervisory CPE and especially for
their supervisors because of the inevitable transference and countertransference issues that will
emerge in the supervisory relationship. Lotze-Kola’s flexibility to move between the parent and
coach images demonstrated an understanding of the power of the supervisory relationship, and
how the relationship can sometimes require distance to work well.
Rieth (2002) affirmed that her “primary psychological orientation is object relations,
synthesized with systems theory” (p. 204) in her pastoral counseling supervision. Her theology
of supervision was based in large part on “Jesus’ farewell discourse in the Gospel of John. Jesus
gives his followers hope that there is a real relationship, a real connection between him and them,
a real presence despite physical absence, distance, or differentiation” (p. 206). Rieth believed
that the growth of her students was facilitated by “this internal disposition of the supervisor” (p.
206) Rieth described her work with marginalized clients and students, and confessed her own
struggle to remain on the margins while being a person of power based on her education and
socio-economic status. She spoke of the connection between supervision and psychotherapy:
Supervision is isomorphic with psychotherapy; it frees a person to provide pastoral
counseling and pastoral care that is liberating; it supports the therapist to develop his or
her own particular style within the standards of practice; it instructs and models the
responsibility of maintaining both relational connection and appropriate boundaries
within which to exercise that freedom. (p. 209)
Rieth’s theory was that central to supervision is “building a trusting relationship with the
supervisee” (p. 210). Rieth’s theory is important because of her emphasis on the “internal
disposition of the supervisor;” the supervisor’s use of self is quite important in the supervisory
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process. More than skill development, the supervisor is modeling a way to be pastoral in
supervision. I thought Rieth’s theory was theologically sound and strong because it implied an
invitation to supervisors to continue attending to their internal processes. She demonstrated
courage by equating supervision with psychotherapy; as noted above, distinguishing between
therapy and education is a central concern for many in the field of pastoral supervision. Whether
Rieth’s courage to offer a different paradigm indicates wisdom is unclear to me. It would be
worthwhile to explore the differences in her students’ work and the work of students supervised
with attention to a strong boundary between education and therapy.
Theological theories. Niswander’s (1987) theory paper “The Ministry of Clinical
Supervision of Pastoral Psychotherapy: A Process of Professional Formation” affirmed that
at the heart of clinical training is the supervisory experience. This is the inter-personal
laboratory in which the performance of the student is mutually examined, reflected upon,
and learned from—the several relationships within which the student develops and hones
his/her ability to relate therapeutically. (p. 76)
She combined theologians and authors in psychology in her theoretical orientation. Authors she
named, along with their positions, included:
…the process philosophy/theology of Alfred North Whitehead, the existential philosophy
of Martin Buber, and the experiential theology of Richard R. Niebuhr. Psychologically, I
am rooted in the relational/structural model which integrates object relations theory, the
self-psychology of Heinz Kohut, and the interactional-adaptive theory of Robert
Langs…. (p. 77)
Niswander explained that psychotherapy is a combination of terms: therapy “refers to medical
treatment of bodily disorders by…methods with the aim of restoration or enhancement of health”
(p.78). Psyche “means ‘soul,’ ‘spirit,’ ‘the principle of life’” (p. 78). The combination
“‘psychotherapy’ thus shifts the focus of treatment from the body to the soul…and transforms it
into the process of bringing relief to difficulties and disorders at the core of the human Self” (p.
78). This was an explanation that may indicate why the psychotherapy literature is so appealing
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to pastoral supervisors. Her critiques of CPE and field education were that they have helped
students confront “the emotional and deepest spiritual dimensions of their pastoral formation” (p.
87) but that they are not of consistent quality. In her section on supervision of students in
supervisory education, she defined the process as one that “spirals simultaneously in opposite
directions, for the counselee teaches the student, the student teaches the supervisor, and the
supervisor in turn teaches the consultant” (p. 90). This paper effectively integrated principles of
theology and psychology in explaining the formation of pastoral counselors and pastoral
supervisors. For that reason, I found it to be an addition to the “wisdom literature” of pastoral
supervision.
Yonteck’s (1989) theory paper “Covenantal Relationships in Pastoral Education”
differentiated supervised education in pastoral supervision: “One difference is that the mentorstudent relationship is placed in the context of God’s creation of and involvement with the
world” (p. 105). She defined covenant in both the Hebrew and Christian scriptural
understandings; both have to do with relationships of a close and ordered nature. She applied her
understanding of covenant to pastoral supervision: “In supervised ministry the covenant is for
new personal and professional life. There are at least three significant relationships—those with
God, those with one’s deepest self, and those between student and mentor” (p. 109). Yonteck
referred to the supervisor as mentor. Her perspective on pastoral supervision was that “the
mentor commits herself to help [the student] create change and to love [the student]
unconditionally” (p. 112). She did not define how the mentor fulfills the covenant, but rather
described a stance of support and mutuality based on God’s love for humanity. This article
distinguished pastoral supervision as theologically based, but it did not distinguish pastoral care
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from pastoral education. Loving the student unconditionally seems to be an excellent pastoral
care strategy, but does not always provide the motivation necessary for the student to learn.
In Matthews’ (1995) article “Deepening in Grace: A Theological Framework for
Understanding Supervision as a Process of Spiritual Formation,” she made a case for focusing on
the theological component of her supervisory theory. She noted that
a number of critics have charged that the psychological pole has dominated the [pastoral
counseling] field, that the theological pole has been neglected, that pastoral counseling is
cut off from its historical roots, and that it has ignored the spiritual dimension of human
experience. (p. 198)
She did not define grace, but assumed that “grace is present in the depths of the client whether or
not the client is aware of it” (p. 199). She believed the role of the pastoral counselor is to
“discern the deepening movement of grace within the client, to be present and respond to what is
deepest in the client. God is encountered in the midst of life wherever this deepening process is
occurring” (p. 199). Her theology of creation was that whatever is deepest in the human being is
closest to God, and is therefore the most important part of the human being. She wrote that her
“theory of the ministry of clinical supervision grows out of the theological understanding of
pastoral counseling as a process of spiritual formation” (p. 200). She affirmed that “the role of
the supervisor parallels that of spiritual guide” (p. 201). She saw parallels between the role of the
pastoral counselor and the role of supervisor as well:
The notion of negative praxis as the process of removing the obstacles to deepening in
grace parallels one of the functions of supervision. It is the supervisor’s task to help the
supervisee identify obstacles or blocks within herself or himself that prevent her or him
from being present and responsive to the client in an effective way. (p. 202)
She described the “descent into the self” as an “incarnational process” that resulted in “having
one’s heart stretched” in the formation of identity” either as a pastoral counselor or as a
supervisor (p. 202). Matthews’ theory is that both the pastoral counseling practitioner and the
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pastoral supervisor develop in the same way, and that way has to do with continual spiritual
growth. Her theory was well grounded in the reality that ongoing spiritual growth is necessary
for the work of pastoral supervision. From my perspective, her theory evidences considerable
wisdom because of her attention to the various parallels in the spiritual growth needed for
practitioners and supervisors.
Ramsey (2005) offered a feminist metaphor of celebration to describe her theory of
pastoral supervision: “Celebration is conceptualized here as including both meaningful
moments—when a counselor’s progress is joyfully noted—and an overall attitude of ‘serious
playfulness’” (p. 136). She saw this as a more fluid process than a rigid developmental process
would suggest. She critiqued Estadt’s (1987) theory:
Estadt explained the process of supervision in terms of the beginning counselor’s stages.
He described the skills that are expected at each step of progression….the movement here
is assumed to be regular and predictable, with development of skills at each stage
dependent on successful accomplishment of the previous stage. (p. 136)
Her point was that this is unlikely due to the:
great diversity in human development, the complex cognitive paradigms we use to filter
information, the hindrances and resistances we employ to defend ourselves (including
both supervisee and supervisor), and, in general, the many and marvelous surprises that
occur when human beings learn—all of these preclude a neat linear schema. (p. 136)
Ramsey’s theology of supervision was drawn from the Trinity, the concept that God is
present as the Creator, as Jesus “who patiently seeks us out with love and forgiveness” (p. 137),
and as the Holy Spirit. “Trinitarian theology, then, implies a need to be in lively, equal, and
loving fellowship when we participate in any Christian vocation, including pastoral counseling
and supervision” (p. 138). Ramsey’s critique of Estadt’s developmental model provided the
needed corrective that development does not happen so neatly.
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Ramsey’s greatest contribution to a theory of pastoral supervision, and certainly an
expression of supervisory wisdom, was her concept of spiritual resiliency: “When resiliency and
spirituality are combined as the term ‘spiritual resiliency,’ we have a phrase that points to the
power of God in faithful people, a power that enables them to transcend losses and to grow and
thrive” (p. 140). She noted that, because supervision is a difficult experience requiring
vulnerability, spiritual resiliency is needed to receive supervision (p. 141). She explained that
spiritual resiliency is needed by the supervisor as well due to anxiety about the clients the student
is counseling, and due to Ekstein’s and Wallerstein’s (1958) claim that “the learning problems of
the student come to interact with the learning problems of the supervisor” (Ekstein and
Wallerstein, p. 130).
Education theories. Townsend’s (1990) article on the supervision of pastoral counselors
made a case for the use of metaphor in supervision as a theological tool of the pastoral supervisor
(p. 18). Townsend proposed a metaphor of creation/redemption. He did a creative rendition of
the first few verses of the creation story from the Book of Genesis in the Hebrew Scriptures
shifting the characters from God, Adam and Eve to the training director and the pastoral
counseling residents. In this manner, he described the components of his training program for
pastoral counselors (pp. 20-21).
Townsend (1990) explained that “effective training and supervision must provide the
context for a metaphor with which the student can interact and develop myths organizing new
experience and guiding behavior” (p. 19). The outcome of this process was education at a
number of levels: “Pastoral identity, confidence in oneself as a learner and therapist, and
understandings about change and healing emerge as the student interacts with, confronts, and
integrates a training metaphor” (p. 20). Townsend’s weaving of his theory with his creative
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expression of it demonstrated his ability to teach well. I found his theory straightforward; his
greatest wisdom was in his method of engaging the metaphor for supervision he was using.
O’Connor (1994) reported that “this research paper examines the question: ‘How does the
practice of pastoral supervision correlate with the theory of adult education?’”
(p. 50). He did a phenomenological study interviewing six pastoral supervisors at a “centre” in
southern Ontario and ten of their students receiving pastoral supervision in either pastoral
counseling or chaplaincy education (p. 53). He used the adult education theory of Brundage and
MacKeracher (1980):
The research of Brundage and MacKeracher manifests four principles of adult education
theory: 1) awareness and use of a variety of learning styles; 2) awareness and use of a
variety of teaching styles and design models; 3) a learner-centred approach that respects
the experience of the learner and facilitates competence and self-esteem; 4) learning as
systemic involving paradox and ambiguity. (p. 53)
The teaching styles O’Connor heard about in his interviews with the supervisors included “the
directive style,” “the facilitative style,” and “the collaborative style” (p. 54). The students
corroborated the supervisors’ sense of the styles they used. Also, the supervisors used the Kolb
Learning Style Inventory which was mentioned by eight of the ten students interviewed (p. 56).
O’Connor found that “The correlation between the adult educational theory summarized by
Brundage and MacKeracher and the practice of pastoral supervision at the pastoral counselling
centre is identical” (p. 60). This article is reviewed in this section rather than in the research
section because it focuses on pastoral education practices and not on pastoral supervision.
O’Connor’s use of a qualitative research method—or a research method of any sort—to explore
his question demonstrates an aptitude for research seldom seen in pastoral supervisory practice.
Drawing on Townsend’s (1990) article about the use of metaphor for supervision, Whitby
(1998-1999) noted that “Parable was one of the main methods of teaching and supervision used
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by Jesus. I have found its use transformative for myself and those I supervise” (p. 164). Whitby
seemed to be using parable and metaphor interchangeably. The metaphors Whitby used are
midwife, mother, and dancing partner. The metaphors refer to different stages in the student’s
development, growing from helping students give birth to their new professional identities, to
being nurtured in developing their professional identities, to moving into colleagueship with their
supervisors as their professional identities are more fully formed. Her article was primarily a
series of stories about her work with students from the vantage points of these metaphors. One
bit of relational wisdom demonstrated in Whitby’s theory is her willingness to be in dialogue
with and to build on a colleague’s published work on supervision.
Greene’s (2003) theory of supervision was largely experiential supported by the
education theory of Freire (1970) and the group theory of Agazarian and Peters (1981). Greene’s
perspective was that learning takes place when the learner is excited by the subject and curious
enough to do the work of learning. She likens this to her childhood learning from her mother.
She was interested in learning how to sew, watched avidly, and knew how to use her hands on
the sewing machine from carefully watching her mother’s hands while she sewed (pp. 119-120).
She made the point that her mother was not trying to teach her to sew, but was allowing her own
curiosity to guide her learning. Greene saw her experience as an example of Freire’s thesis “that
education (theological or other) when viewed as a commodity to be dispensed from on high
down to lesser beings is a tool of oppression, but that true education should be reciprocal and
liberating” (p. 122). Freire’s insight that education gave students “more awareness of choices”
respects the student and puts the teacher in the position of empowering the student’s
development rather than forcing the student to choose what the teacher would choose (p. 122).
Greene’s caveat to this perspective that the learner sets the agenda was that it is the supervisor’s
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responsibility to provide clear guidelines about what pastoral care is and how to offer it; for
instance, the supervisor must make clear that the pastoral care provider is never to evangelize (p.
125). Her point was that “once the parameters are clear, they are freer to develop their own
pastoral identity and style” (p. 125).
Conclusion of theories of supervision. Many of the theories in pastoral supervision are
written early in the supervisors’ careers; in fact, many are completed at the point of certification
because ACPE Supervisory Candidates are required to write their theories as one part of their
certification process. There appears to be no subsequent empirical testing of the theories or
theoretical elaboration after the initial conceptualization. Unlike the fields of counseling
psychology, counselor education and social work where there is a rich history of theoretical
promulgation and empirical investigation, pastoral supervision has not promoted a substantiated
theoretical base for supervision practice. Consequently, students in supervisory education (SSEs)
are often encouraged to build their theories by making use of theories from disciplines other than
their own. Most often, the theories that SSEs and their supervisors apply to supervision are from
cognate disciplines such as psychology; the pastoral supervision application of the theory is not
studied empirically. Because supervisors do not conduct research or writing about the theories
used in pastoral supervision, new theories of pastoral supervision have not been published for
general use. Rather, theories from other disciplines and oral traditions from pastoral supervision
have been the academic material used for educating SSEs. Although CPE is experiential
education, the increasing importance of theory in educating SSEs suggests that the field of
pastoral supervision is ripe to study and make fuller use of its own theoretical material. Creation
of theory is done by each SSE, but researching and further writing about the theory has not been
done and so mature theoretical formulations have not been created. This conclusion is not
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intended to denigrate the importance of the tacit knowledge of supervisors, but to emphasize the
importance of utilizing this knowledge actively to create an epistemology of practice.
Pastoral Care Supervision Models
The 12 references focused on models of supervision, including ten articles and the two
books by Steere (1989) and by Estadt, Compton & Blanchette (1987). These works date from
1986 through 2004. Several of the models are in theory papers of the year (Silberman, 1989;
Graham, 1990; Haight, 1994; Rodgerson, 2001; Madden, 2003; and Bonnor, 2004). While the
models are useful and frequently well written, they tend toward a similar emphasis on helping
students work through insecurity to integration by forming strong relationships. Several of these
models of pastoral supervision are developmental, while others are more focused on the
principles of the learning process. The models are reviewed within these categories.
Developmental models. Silberman (1989) used the image of covenant in a developmental
format. The first of the three covenants he described as part of the CPE process was the
Anticipatory Covenant (p. 98). In this covenant, the student tried to replicate previous
relationships. While some cognitive learning took place at this level, the focus was generally on
identifying and working with anxieties that could block experiential learning. Anxiety and
conflict arose from new situations that old behavior patterns do not fit (Mueller and Kell, 1972).
“The tasks of the supervisor here flow from the roles of administrator, judge, and teacher. The
supervisor presents information, sets boundaries, and assesses the student’s process for its benefit
to growth and learning” (p. 98). Theologically, the student tended to offer answers to the patient.
In the second covenant, the Unrealized Covenant, the student dynamically lived out
previous relationships in an unconscious way in terms of relating to the supervisor, peers, and
patients:
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The supervisor engages the student more deeply within this covenant. Stability and
honesty are significant characteristics of the supervisor’s behavior because the student’s
struggle is often projected onto him or her. The supervisor may encounter his or her own
issues as the student raises challenges. (Silberman, 1989, p. 99)
Theologically, the students noticed that their answers no longer seem to fit as responses to the
patient’s questions. The students’ own faith was challenged: “Questions about the assumptions
underlying one’s faith arise as rituals and prayers alone appear insufficient. Students often
describe this as a wilderness experience, and it can be very powerful” (Silberman, 1989, p. 100).
The third covenant in this model was the Authentic Covenant. This covenant represented
the fulfillment of covenant promises. “Learning occurs predominantly at the level of reflection
and experimentation…Past history is put into perspective and old patterns no longer limit
choices for behavior” (Silberman, 1989, p. 100). At this level, the relationship between the
supervisor and the student was most developed and therefore most satisfying and productive for
both. Silberman’s was a theologically grounded model I found expressive of CPE supervisory
wisdom.
Graham (1990) coined the term “psychosystemic,” defining psychosystemic transactions
as “power, value, structure, and creativity which exist within the careseeker and in the
relationship between the careseeker and his or her multiple environments” (p. 40). He defined the
goal of supervision: “Supervision seeks to help the supervisee gain theoretical and experiential
knowledge of the therapeutic process and the impact of the therapeutic process upon the larger
psychosystemic matrix, as well as the capacity to function as an effective pastoral therapist” (p.
46). His model of pastoral supervision had seven phases which are fairly standard; for example,
phase one is “contracting for learning, which includes…goal setting” (p. 48). A distinction of
Graham’s model was his fifth phase of supervision which is his approach to helping pastoral
counseling students explore their own theological and ecclesiastical bases (p. 49):
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I often ask, “How does your faith and theological heritage help you interpret what is
going on and inform how you should respond?” This is often seen as jarring, and
sometimes as intrusive, but I hang with it. I have found tremendous emotional energy
arising when the student stays with this, and I have found it one of the best questions for
enabling students to reclaim their place in their tradition and to delineate their vocation as
pastoral psychotherapists. (pp. 49-50)
Graham’s use of language was clever; his supervisory wisdom came across in his ability to
“hang with” the student’s anxiety about exploring her theological heritage.
Haight’s (1994) model of pastoral supervision was based on the word “paraclete” –– “one
who walks alongside” (p. 86). She called her model “paravision” and said that while supervision
was often seen as oversight, “paravision…provides a quite different model. From a position
alongside the supervisee, together they engage, not the client, but the supervisee’s self-object
experience of being in relationship to the client” (p. 87). She further explained this supervisory
stance by explaining that the
focus of the investigation is not so much based on the supervisor’s interpretation of the
psychodynamics of the client as it is upon the capability of the therapist to be fully aware
of both the transference experience of the client and the therapist’s own internal
processing of the events of therapy. (p. 87)
The three stages of paravision were Stage 1, Imitation/Idealization; Stage 2, Internalization/SelfExpansion, and Stage 3, Claiming Colleagueship/Mature Narcissism (pp. 90-91). These stages
were facilitated by the supervisor whose
purpose is to bring to awareness, and thus to make useable, every faculty, every vehicle
of ‘knowing’ that the therapist possesses. This includes the concepts and ways of
perceiving inherent in the theory being taught, the emotional experience of the therapist
in the session (both conscious and preconscious), the self-object meaning the client’s
behavior carries for the therapist, and the theological/spiritual awareness operative for
both client and therapist. (pp. 87-88)
In this model, Haight’s supervisory wisdom is powerfully expressed in her emphasis on the
therapist’s use of self. Her ability to talk about how the therapist could learn to best use himself
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impressed me with its thoroughness. Had she extended this parallel to the supervisor’s use of
self, her model would have been even more complete.
Stoltenberg (1995) is a well known author in the field of counseling psychology. For this
article to appear in one of the pastoral care journals is interesting, considering that the authors are
almost exclusively from the fields of pastoral care, counseling, and supervision. In this article,
Stoltenberg considered several developmental models as they relate to the ministry of
supervision. He described his own “Integrated Developmental Model” and explained that it
“tracks counselor development through three levels plus a final integrated level across eight
domains of professional activity” (p. 58). He then noted that “we have begun to focus our
attention on the developmental characteristics trainees bring with them into the training program
and how that might impact their potential for professional growth and competency” (p. 58). This
perspective could be very useful in considering which SSE applicants to admit into CPE
supervisory education programs. Stoltenberg referenced Piaget’s model of cognitive
development and noted that trainees should have “reached the formal operational stage of
development which is characterized by one’s ability to engage in hypothetical-deductive
reasoning” (p. 59). Stoltenberg also referenced Erikson’s model of psychosocial development
and noted that, if trainees have not “progressed…through issues of intimacy versus
isolation…we will find our charges to exhibit superficial or exploitive relationships with others”
(p. 59).
Stoltenberg (1995) used Kohlberg’s model of moral development to “help…determine
the type of moral problem-solving they will use in training and in working with clients” (p. 60).
He cited Fowler who “has described a model of faith development” (p. 60). Stoltenberg
recognized his limited use of this model due to his work training secular counselors, but he noted
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challenges trainees might experience in Stages 3 through 5. He observed that “an important part
of the role of the supervisor” was “pushing trainees beyond what is comfortable and creating a
facilitative level of internal conflict or disequilibrium to elicit growth” which will “encourage
development” (p. 61). I found Stoltenberg’s article very helpful in creating supervisory wisdom
because of his facility with and integration of several perspectives in the service of education.
Rodgerson (2001) described the parameters for his model: “A theoretical model of
pastoral counseling supervision…attempts to describe a distinct intervention bounded by
therapy, education, and consultation. It also operates in the tension…between counselor growth
and client welfare” (p. 275). He applied the model of Stoltenberg and Delworth (1987),
counseling psychologists, to the work of pastoral supervision by incorporating the “domains” (p.
275) they defined: “intervention skills competence, assessment techniques, interpersonal
assessment, client conceptualization, individual differences, theoretical orientation, treatment
goals and plans, and professional ethics” (pp. 275-276). Rodgerson reflected that Stoltenberg’s
and Delworth’s “concept of ‘structures’ (self- and other-awareness, motivation, and autonomy)”
may be used to understand how “a model must allow for a change in the character of the
counselor” (p. 276). He demonstrated with examples each level of Stoltenberg’s and Delworth’s
(1987) model in the education of pastoral counselors. He noted that, in pastoral counselor
education, this model must be expanded to include theological considerations. “Breath, wind,
and spirit are all meanings of the Greek work pneuma. Thus, I use the term ‘pneumadynamic’ to
emphasize that what happens in therapy and in supervision is not only psychologically dynamic,
but also spiritually dynamic” (p. 285). I found Rodgerson’s model expressive of pastoral
supervisory wisdom due to his integration of Stoltenberg and Delworth’s theoretical work with
theological concepts in the service of pastoral education.
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Madden (2003) built her model of pastoral counseling supervision on the three stages of
development in the counseling psychology supervision model of Loganbill, Hardy, and Delworth
as quoted in Steere (1989) (Madden, 2003, p. 140). The stages were Stage 1, which was
stagnation; the behavior was “unconscious incompetence” (p. 140); Stage 2, which was
confusion and was characterized by “conscious incompetence” (p. 142); and Stage 3, which was
integration; the stage was called competence and the behavior was both “conscious and
unconscious” (p. 144). The metaphor she used is “liminal space”: “I have found it helpful to
think of both the training institute and the supervision room as a kind of liminal space, in which
transition takes place from one state of being to another” (p. 136). Madden wrote: “The three
stages they (Loganbill, Hardy, and Delworth) identify—stagnation, confusion, and integration—
parallel the stages of transition of neophytes through the liminal space” (p. 140). She
demonstrated the development of pastoral counselors she was supervising by offering vignettes
of each of these stages. The spiritual images that undergird her work were those of the labyrinth
and the abyss. The labyrinth was a metaphor of journey and the abyss was a way of honoring the
importance of staying in the suffering with others rather than finding an answer to ease the
counselor’s own anxiety (p. 147). Townsend (1990) might have been impressed with Madden’s
use of metaphor; I found her metaphors and her use of Loganbill, Hardy and Delworth to be
reflective of pastoral supervisory wisdom. Her model is clear yet has considerable theological
depth and psychological sophistication.
Learning process models. DeSobe (1986) created a model for educating pastoral
counselors beginning with the distinction between being “subject centered” versus “student
centered;” in DeSobe’s model, the two must be integrated for good education to occur (p. 104).
DeSobe’s model “consists of six concepts, all of which are (now) standard in pastoral
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supervision. He noted that raising anxiety used to be considered a useful educational technique in
CPE, but that helping students contain anxiety facilitates learning more effectively (p. 105). His
model included the perspective that learning is a process and, like healing, needed its own time
and could not be rushed without creating resistance or acting out. He also noted that the loss
involved in new learning results in “appropriate regression and grief” (p. 106). This perspective
aided the supervisor in expecting regression and planning for addressing the student’s grief in the
context of the education process. DeSobe’s description of grief as a part of the learning process
added a useful component to my understanding of supervisory wisdom.
Estadt, Compton, & Blanchette (1987) edited a book about pastoral supervision
containing a model created by Estadt. The model for supervision was simple but contributed to
the field because it included outcomes. Supervision was defined as “a process of attending
leading to awareness, of exploring resulting in insight, and of personalizing culminating in
integration” (p. 13). Through these actions, the supervisor sought to gain insight into the process
of the students and help the students gain insight into their own dynamics in the practice of
supervision. The model was presented in three columns. In the first, attending, which “implies
listening to both verbal and non-verbal messages,” led to awareness (p. 14). In the second,
exploring by means of inquiring, clarifying, interpreting, and confronting led to insight. In the
third, personalizing, or making the learning one’s own, led to integration:
Personalizing is the process by which a counselor takes ownership of the insights arrived
at through the exploratory process. It implies an intellectual grasp of a concept as well as
the presuppositions and implications of the concept. Personalizing involves reflection,
judgment, deliberation about possible courses of action, an evaluation of alternatives and
a determination to carry out decisions related to the insights. (p. 19)
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Estadt et al. are to be commended for their work on articulating pastoral supervisory wisdom and
publishing it. Estadt’s model contains basic supervisory wisdom, but his inclusion of outcomes
was revolutionary for its day.
In the context of his book about pastoral supervision, Steere (1989) presented the model
he developed as part of his doctoral thesis (p. 68). It was three circles connected in a linear
manner with the largest circle in the middle. The first circle was the pastor, the second was the
process of care, and the third was the person or persons who were presumably receiving the care.
Steere’s thesis was that anything in the second circle, including those places of overlap on either
of the other two circles, set the boundary for supervisory reflection (p. 69).
For purposes of definition, supervision is an extended relationship in which supervisor
and supervisee agree to meet at regular intervals for systematic reflection upon the
concrete practice of pastoral care in which supervisees are engaged in order to focus all
available resources on each supervisee’s personal growth in the pastoral role. (Steere,
1989, p. 66)
He identified these characteristics of supervision:
1. Effective supervision always demonstrates within its own processes the praxis it teaches.
2. It follows that there will always be a therapeutic element to supervision among the
healing arts.
3. Specific methods of supervision will tend to embody and express the particular helping
theory held by the supervisor.
4. In the same way, the supervisory format and the data brought to it are dictated by the
supervisor’s own helping theory.
5. All supervisors wrestle with some sense of split responsibility for the personal growth of
their supervisees and the welfare of the clients they treat.
6. The continual appearance of issues surrounding what was termed ‘parallel process’ in the
psychodynamic tradition strongly suggests its universality.
7. Finally, all of the theories of supervision we have considered view their task from a
developmental perspective of human growth and learning. (pp. 59-61)
Steere’s work in pastoral supervision has helped educate many practitioners. His work is clearly
and helpfully written, and his supervisory wisdom supports classic CPE supervisory practices.
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Hill’s (2001) “pastoral supervisory paradigm…advocates a ‘theory of therapy’” (pp. 6970) in which the supervisor helped the student work with his or her own anxiety and then with
the anxiety of the person in therapy. This theory seemed to be an application of the work of
Mueller and Kell (1972), a familiar text in the field of pastoral supervision borrowed from the
field of counseling psychology. In Hill’s theory of therapy, he reflected that “supervision implies
by its very nature a relational process. The supervisor and the supervisee are in relationship to
each other in an isomorphic fashion to the supervisees’ relationship to his or her client(s)” (p.
70). Hill outlined five ways of managing anxiety in the context of the therapeutic relationship:
What is essential is for the supervisor to enable the supervisee to approach the anxiety
within himself or herself as well as within and between the persons in therapy….This
“secure base” provides the necessary “holding environment” or crucible so that
therapeutic change can be approached. (p. 75)
Pastoral supervisory wisdom has long included a deep understanding of the role of anxiety in
learning and in resistance to learning. Hill’s article is interesting and well written, and once again
raises to awareness the importance of attending to anxiety.
DeLong’s (2002) article was an ambitious application of intersubjective theory to the
practice of pastoral supervision. The ambitious nature was due to the complexity of
intersubjective theory (Stolorow, 1993). The central thesis of the model was that transference
was an expression of the student’s “organizing principle” and may be seen as a healthy practice
in which the student became aware of appropriate developmental longings in the context of the
supervisory relationship. The post-modern aspect of the model was that the supervisor did not
possess answers, but rather engaged in a mutual relationship with the students to help them find
their own truth. DeLong provided theological reflection on this model using liberation theology.
He noted that theology had been “throwing off the shackles of objectivity” (p. 61) and bringing
the starting place of theology to our own experience. He cited Heinz Kohut’s (1978) “experience
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near” and applied it to this model. DeLong’s work used several different theorists and included
theology in his model. He has done scholarly work and attempted to offer a paradigm shift to the
practice of supervision. DeLong’s work both expresses and expands the wisdom of pastoral
supervision.
Bonnor (2004) used the concept of “quantum thinking” in her model of supervision:
Extrapolating from quantum physics, it is hypothesized that quantum structures in the
brain produce quantum thinking. In the brain, multiple synchronistic oscillations occur at
once in multiple locations and self-organize into creative, intuitive, insightful thoughts,
and questions. Quantum thinking integrates, unifies, and self-organizes, constructing a
sense of meaning and being in the midst of multiple stimuli. Quantum thinking looks at
what isn’t fitting and explores new possibilities through reflecting, questioning,
constructing, creating, observing, believing, and envisioning. (p. 167)
She asserted that “dialogue is the tool for developing quantum thinking”, and she made use of
dialogue in her CPE supervision (p. 168). The different parts of the CPE curriculum were not
“linear...the multi-dimensionality and interconnectedness of the CPE experience can be intense
and confusing. It fosters and requires quantum thinking” (p. 168). She defined her supervisory
role as “facilitator and mentor in the process” (p. 168). In her model, learning was
“collaborative,” and she believed that “collaborative learning is a dynamic process at the edge”
(p. 171). Her model of mentoring based on empowering students to expand their ability to do
quantum thinking demonstrated supervisory wisdom.
Conclusion of the pastoral supervision models. The models for supervision range from
basic to complicated. They all focus on the nature of the supervisory relationship. The
relationship takes significant precedence over content to be taught in supervision. The models are
theoretical and, if they are grounded in experience, the experience tends to be that of the author
and not researched by inviting others to use and reflect on the model. Most of these models were
developed for the purpose of certification. In the case of Steere’s doctoral dissertation, the model
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was developed as a way to explain the learning process in CPE. Pastoral supervisors clearly have
more motivation for reflecting on practice when they are in education than once they are in fulltime practice. The next steps for these models of pastoral supervision would be to study them to
see how students respond to them and to see how supervisors continue to develop as they reflect
on these practices over a longer period of time. Supervisory wisdom is expressed in several of
these models. As will be seen in the counseling psychology literature, these models can be
beneficially studied to add even more to the wisdom of the field.
Multicultural Aspects of Pastoral Supervision
Multicultural aspects of supervision provided the focus for six of the articles, but one
article overlapped with the supervision of SSEs and is reviewed in that section. These articles
spanned from 1992-1993 to 2002. They all discussed the difficulty in doing supervision with
students from diverse cultural orientations. As noted in Chapter One, issues of multicultural
competence are a matter of considerable organizational interest and focus in ACPE currently.
Gathering supervisory wisdom about diversity in the context of pastoral supervision has never
been more important.
Young’s (1992-1993) process model of supervision in ministry began with the premise
that “cultural biases create systemic malfunctions in every segment of our society” (p. 167). He
noted that “cultural normativeness,” the tendency to see one’s own culture as normative, affected
supervision adversely because the “supervisor would tend to let his/her cultural biases dominate
the other person’s cultural orientation” (p. 168). Young posited that process theology may
provide a corrective: “a viable alternative to cultural normativeness…is present in the vision of
reality informed by process theology” (p. 169). Whitehead (1978) was the originator of process
theology; Young wrote that the method of process thought was both “descriptive and integrative”
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(p. 170). He reflected that supervisors should seek to have the students describe their experiences
without being evaluative from a cultural perspective. The supervisors’ stance should include
awareness of their biases and, at the same time, seek to minimize their effect on the supervisory
process.
Young (1992-1993) also suggested that integration would be important in supervision,
and noted that “Whitehead’s method integrates insights in physics, religion, history, sociology,
anthropology, psychology, mathematics, and so forth” (p. 171). This was important because it
revealed the complexity of the experience of the other and, therefore, increased the supervisor’s
respect for “the other” (p. 171). Although Young’s article addressed supervision, it did more to
make a case for developing appreciation for experiencing the other as separate and deserving of
respect. Studying how to recognize one’s cultural assumptions and biases reflects supervisory
courage as well as wisdom.
Bell (2000) addressed issues of cultural awareness in pastoral supervision. He noted that
Many Euro-American pastoral educators have utilized cognition, logic and reason as
primary tools for pastoral learning. Historically, African-American people have relied
heavily on personal narrative, song and storytelling to convey their beliefs and traditions.
These two diametrically opposed styles of teaching and learning often create cultural
conflict in pastoral supervision. (p. 125)
He cited liberation theology as “one of the few theological attempts to draw upon the concrete
experience and condition of oppressed people” (p. 125). Liberation theology has attempted to
find a way for oppressed peoples to have an identity. This perspective was key to pastoral
supervision where “the experience of oppression may take the form of denying a student’s
uniqueness” (p. 126). Bell pointed out the difference between community and individualistic
cultural approaches and their implications for pastoral supervision. He noted that CPE has been
primarily Euro-centric and in danger of not recognizing that people in community cultures do not
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value separation as a sign of growth in the same way. He also worried that people who defer to
authority might have a hard time acknowledging their cultural identities and so their differences
in learning and ministry. Bell’s article expressed considerable supervisory wisdom. He
challenged the dominant paradigm in a pastoral yet clear way, and called CPE supervisors to
greater cultural sensitivity.
Jernigan (2000) wrote an article about the role of the supervisor when doing CPE with
students from “other cultures” (p. 135). “The focus of this article is on the role of American (sic)
CPE supervisors working with international students who expect to return to their own
countries” (p. 136). He noted that most CPE supervisors have education in both theology and
psychology and have learned to translate concepts between these two professional cultures (p.
136). This work of translation has also been required between the academic world of theological
education and the experiential world of CPE. He offered a proposition to CPE supervisors and
“would-be supervisors”— “translation of CPE from one culture to another;” the vision he
expressed is that, for the supervisor, to “stand on the boundary between cultures is necessary in
order to help the student do an adequate job of translating CPE from one culture to another” (p.
137). Jernigan offered three methods for achieving this stance:
1. developing both empirical and empathic understanding of what it is like to live in the
student’s culture
2. making use of understanding of the student’s culture to look more carefully and
objectively at the supervisor’s own culture
3. clarifying the differences between CPE as a “sub-culture” and other aspects of American
culture, especially differences between CPE and “classical” American theological
education (p. 139)
Jernigan’s article, like Bell’s, not only evidences supervisory wisdom but notes the need for
greater wisdom on the part of the CPE supervisory community.
Becker (2002) discussed the culture of CPE as rooted in white Western individualistic
culture and, therefore, very difficult for Supervisors-in-Training (SITs—this is the same as
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Students in Supervisory Education) from other cultures to get into. The author identified herself
as a white Supervisory Candidate who explored the differences between individualistic cultures
and sociocentric cultures:
Supervisors-in-training from other cultures find themselves in a most difficult position.
They want into the system. To do that they have to appear before committees that
demand emotional transparency and integration of personal history and professional
theory and practice. Their cultural style is often not understood and may even be
criticized. (p. 6)
Becker noted that white supervisors who lack awareness of their white privilege would be in
danger in three ways:
In CPE supervision, there are at least three potential dangers to the lack of awareness of
whiteness or white privilege, and the impact this may have on our students. Our lack of
awareness can erect barriers in the development of an effective learning alliance, can
limit our awareness of the power dynamics in the supervisory process, and can make us
insensitive to communication issues. (p. 15)
The most important point Becker made regarding SSEs is that “the CPE student is required to
become aware of how social dynamics impact self and others, but the CPE supervisor is not yet
required to do the same in his or her supervisory training process” (p. 17). This was an invitation
to supervisors of SSEs to raise their awareness of multicultural education issues and a call for
ACPE to increase standards for supervisory education at least to the level required for CPE
students. Becker’s article demonstrated considerable supervisory wisdom as well as providing
vision for the whole organization.
Lee (2002) began his article on the “teacher-student in multicultural theological
education” (p. 81) by describing a recipe given to him, a Korean, by an American and noted that
cooking, like teaching, is a cultural activity replete with assumptions. “In teaching or, for that
matter, in any pastoral practice, a host of cultural and theological assumptions are imparted” (p.
85). He noted that “failure to examine cultural and theological assumptions” can lead to
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“unintentional racism” (p. 87). Lee presented a case study from a CPE program with a diverse
group of peers. The supervisor moved beyond traditional CPE resources in reviewing the case
and invited each peer to say how the pastor should respond to the case from the student’s own
cultural perspective. Lee noted that, in the story, certain assumptions might be made by those
offering pastoral care. “These assumptions may be shared by those from the dominant culture but
not necessarily by students from culturally diverse backgrounds, many of whom are enrolled in
seminaries and the CPE training programs” (p. 89). Peers from seven cultures represented in the
group responded, and the resulting perspectives ranged from confrontation of the adulterous
husband in the case, to beating him, to his unexplained disappearance. Lee used this case to
demonstrate how dialogue may occur and “space for the other,” a concept of educator and
theologian Freire, may be created (p. 91).
Lee (2002) asked the question, “How would one characterize the nature of the teacherstudent relationship when teacher and student mutually enter the pedagogical process as cultural
equals?” (p. 92). His answer was “collaborative inquiry as a multicultural pedagogy” (p. 92). He
referenced two philosophers’ perspectives: Dewey’s pragmatism (p. 94) and Gadamer’s
hermeneutic phenomenology (p. 94) and wrote about their approaches to learning:
While Dewey is concerned with “the interpretation of facts and the application of logical
principles,” Gadamer saw learning as “an act of interpretation” which ‘involves a fusion
of horizons between the horizon of the person (who is immersed in his or her life-world)
and the horizon of the lived experience that is the object of attention. (p. 93)
Lee favored Gadamer’s approach to learning in multicultural student groups. As Lee noted,
diversity can be prevalent in CPE groups and SSEs would do well to receive instruction on how
to understand and work with students from diverse backgrounds. Lee’s article, too, demonstrated
considerable supervisory wisdom. His example of the recipe along with his clinical example of
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CPE group work provided clarity to the issue of cultural ignorance and illustrated the need for
education from the supervisory to the practitioner level.
These articles were written either by CPE supervisors well post-certification or by an
SSE with clear investment in the subject matter. Of note here is the ability of CPE supervisors to
address areas of considerable interest to them in a way that adds wisdom to the field both by
raising important questions and by offering perspectives not known to all. These articles on the
multicultural aspects of pastoral supervision model the importance of addressing pertinent
questions with insight and clarity.
Research of CPE Supervisory Education
The three articles on the supervision of students in supervisory education included two
research studies (Robinson & Needham, 1991 and Greiner & Bendiksen, 1994) and one
descriptive article (Derrickson, 1988). The D.Min. project focused on creating a resource for the
conceptual education of students in Supervisory CPE (Harper, 1991). ACPE is currently in the
process of evaluating the practice of calling students in supervisory education Students in
Training (SITs); at the time these articles were written, this was the acceptable nomenclature.
Robinson and Needham (1991) wrote a case study of their experience in supervisory
relationship. Robinson is an African-American male CPE supervisor and Needham, a EuropeanAmerican female, was an SIT in his CPE program. They identified implications for supervision
that included gender issues; the effect of larger societal/cultural issues; the shared experience of
cultural pain; and the trust required to deal with cultural myths (p. 340). The supervisory
strategies suggested in the article were to determine the effect of cross-cultural and cross-gender
issues; to be skeptical of the student who addresses cultural differences with the comment, “Oh,
that’s not a problem;” to remember that this kind of learning is intimidating; to probe unspoken

68
questions and feelings inherent in diverse relationships; and to be sensitive to the difficulty of
revealing one’s cultural and gender myths (p. 341). This article offered practical advice for the
supervision of SITs. The wisdom evidenced by Robinson and Needham had to do with their
willingness to express their vulnerability and address these questions with one another. In a field
where so little is written about experience post-certification, both demonstrated generosity in
writing about their experience so that others could learn from it as well.
The Greiner and Bendiksen (1994) article reported on a focus group held at a regional
meeting of the North Central Region. The group was comprised of seven European-American
male CPE supervisors of SITs. The lack of diversity in the group was a concern, but women and
persons of color were either not supervising SITs or not present at the meeting. One of the
authors—Greiner—participated in the group and the other, who is not a CPE supervisor but a
professor, facilitated the discussion. The purpose of the focus group was to explore conceptual
learning in CPE supervisory training. The definition the group named for conceptualization in
CPE supervisory training was: “the construction of a general set of ideas that explain and guide
supervisory practice” (p. 254). The focus group named two approaches to helping SITs develop
theory. They were the Action-Reflection Method in which theory was drawn from the
observation of practice, or the Conceptualization-Action Method in which the student began with
a theory and tested it in the actual practice of supervision. The authors noted that, due to the
circular nature of feedback in supervision, the two types were actually both in use at some point
in supervisory training.
The recommendations of Greiner and Bendiksen included continuing to focus on
developing conceptual process in educating CPE supervisory students; convening forums of
students in CPE supervisory education and supervisors of SITs to discuss various dimensions of
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the supervisory formation process; and continuing to do qualitative research in the form of focus
groups as well as continuing to do other kinds of research focused on conceptual learning in the
CPE supervisory training process.
Although the idea of having supervisors of SITs reflect on their practice was a good one,
the results of the study were not particularly illuminating. The helpful aspect of this study was in
assisting the supervisors of SITs to be more intentional about their plans for teaching
conceptualizing practices in the context of CPE supervisory education. One interesting aspect of
the article was the anecdotal comment that the authors found it difficult to keep the supervisors
focused on conceptualization; they wanted to discuss relationships. Another interesting aspect is
that, based on reading both the Journal of Pastoral Care and the Journal of Supervision and
Training in Ministry tables of contents, it appears that no one accepted the invitation of the
authors of this article to publish research on the practice of CPE supervisory training.
The supervisory wisdom of Greiner and Bendiksen came from the subject they chose to
discuss and the method they selected. Conceptualization, as the anecdotal story suggested, is not
nearly as interesting to some CPE supervisors as is relationship. The decision to have a focus
group was sensible considering the central place group work holds in the practice of CPE.
The third article about the supervision of SITs was a description of a consortium formed
in the Eastern Region in 1984 for the purpose of doing supervisory training. Derrickson (1988)
described the strongest aspect of the model as the fishbowl experience of presentations. The
strengths of the model itself included: exposure to other supervisors; providing a realistic model
for the use of self in supervision; the strength of the theoretical material and reflections; the
pressure to write theory papers early; giving the SITs practice at presenting their work to others;
and compliance with Standards by providing the SITs with a peer group (pp. 24–25). The
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weaknesses of the model included: difficulty the SITs had in peer group development; the cost,
time, and distance for all the participants; lack of demonstrated program effectiveness—of 18
student participants, three were certified, six dropped out, and nine were still in training at the
time the article was written; and performance anxiety (pp. 25–26). The SITs felt there were too
many supervisors in the audience; there were ten supervisors and nine peers.
The most useful aspect of this article was the presentation of a model for doing CPE
supervisory education along with an evaluation of what worked well and what did not. Although
this article was published in 1988, no subsequent models of supervisory education have been
published in either the JPC or in the JSTM.
Harper’s D.Min. project collected significant information applicable to educating
students in Supervisory CPE. As a result of his periodic ACPE accreditation review, Harper
determined that his CPE supervisory education program could be strengthened by developing a
tool to help SITs focus on their conceptual skills. Like Greiner and Bendiksen, he saw this as one
of the greatest challenges in Supervisory CPE. He elicited feedback from 20 CPE supervisors
experienced in educating SITs asking them to help him compile a list of pivotal topics, evocative
questions, and bibliographical resources they had found useful in their practices. The result was a
78-page document that Harper has apparently used but not published. The project is available by
researching the Theological Research Exchange Network, but the document itself is only
available from Harper. His project indicated that these topics listed in Table 2.4 were pivotal for
educating students in supervisory CPE.
Table 2.4. Pivotal topics for educating CPE students in Supervisory Education
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Contracting

Screening CPE Students

Supervisory Media

Theological Dimensions of Supervision

Individual Supervision

Gender and Supervision

Learning Alliance

Resistance and Supervision

Educational Impasses - Anxiety and

ACPE Standards

Learning
REM (Racial, Ethnic, and Multicultural) Concerns in CPE

Program Development
Personality Theory
Use of Self

Group Supervision

ACPE History

Assessment and Evaluation

Theories of Teaching and Learning

Learning Styles

(Harper, 1991, Appendix A, p. 2)
Harper’s extensive literature review and collection of resources from 20 seasoned CPE
supervisors resulted in a bibliography containing references from pastoral supervision and
cognate disciplines. His summation of his literature review was that:
Historically, one criticism we CPE supervisors have leveled against ourselves is our
failure to write and collect our own corpus of literature. In many ways this is being
addressed, e.g., The Journal of Pastoral Care, Pastoral Psychology, The Journal of
Supervision and Training in Ministry, etc...I believe by a gathering together of classic
writings by CPE’s forefathers (sic) (and precursors in the field of psychology, the
behavioral sciences, educational theory, etc.) interfaced with contemporary literature
constitute a significant pastoral initiative. Such a structured didactic study format will
provide tangible help to many laboring in the vineyard of a literature search. (p. 10)
Harper did a thorough evaluation of his project. Among others, he sought critique from his peer
group of CPE supervisors, the Kansas City Area Training Group that supervise SITs. He
presented them with the resource he had developed as a result of his research. This is his
description of their response:
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An overarching opinion was that the format, conceived initially as being for SITs, would
more appropriately serve training supervisors…Strong suggestion was made that the
format be entrusted to a Full CPE Supervisor to be used by him/her selectively as a
resource for meeting an SIT at the point of a mutually discerned educational need. In
addition, my colleagues were of the opinion that the format, more accurately understood,
was a continuing education resource for Full CPE Supervisors. (p. 34)
The potential importance of this resource for educating students in supervisory CPE was clearly
affirmed. The supervisory wisdom in this D.Min. project was honoring those very well respected
in the field and collecting their suggestions and insights. For whatever reasons, Harper’s project
was not published. That has been a loss to supervisors of SSEs.
Certification Process Articles
The articles on certification of supervisors in ACPE (Ivy, 2004; Scrivener, 2004)
addressed important aspects of evaluating effectiveness of CPE supervisory education by
determining competence for certification. Ivy (2004) reported that:
The ACPE Board of Representatives Task Force on Certification is developing the
proposed pilot trial to test revisions to the certification process that adopt an approach to
certification rooted more in a hermeneutic of collegiality than a hermeneutic of suspicion.
(p. 7)
He outlined the “four marker events” of the “ACPE supervisory certifying process” (p. 8):
1. Supervisory candidacy is granted through personal interview with a regional committee,
usually six months to two years after beginning supervisory training.
2. Position papers on theology, personality theory, and educational theory are individually
‘passed’ by a team of three readers from a region other than the candidate’s. This usually
occurs six months to one year after candidacy is granted.
3. The title of associate supervisor is granted through personal interview with a national
committee, usually six months to one year after papers are passed.
4. The title of CPE supervisor is granted through personal interview with a national or
regional committee, usually one to two years after being named an associate supervisor.
(p. 9)
The proposed project was a change in the certification process so that readers of theory
papers would be the same supervisors who sit on the Committee for Associate Supervisor; this
group would be known as the Certification Review Team (Ivy, 2004, p. 11). Prior to this pilot,
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position paper readers had been distinct from the Certification Committee. This proposal marked
a shift to an acknowledgement that the CPE education process is relational and evaluation of
theory papers and committee interviews should parallel the same value of relationship. Ivy noted
that one key issue is hospitality (p. 10). He wrote that the model will be “rooted in Parker
Palmer’s (1998) conviction that genuine hospitality demands changing our usual epistemological
convictions…If implemented, this pilot will offer an experiment in how certification processes
could be changed to create more effective hospitable communities of truth” (pp. 10-11). The
article outlined the particulars of the pilot project. Ivy’s wisdom and the wisdom of those
suggesting this project is based on the classic action/reflection method of CPE. The certification
process has had demonstrable flaws; upon reflection and much consultation and discussion, the
decision was made to make a substantive change in the process and reflect on the results.
Scrivener’s article addressed the outcomes of supervisory education as experienced on
the Certification Commission:
The committee meets with the candidate for ninety minutes, and the format has changed
little since at least the early 1980s. The focus of the committee’s interactions with the
candidate is, as I have said above, supervisory competence. What is looked for primarily
is integration of theory and practice, and integration of the candidate’s self-understanding
into supervision. More formally, the candidate must be assessed as “satisfactory” in all
four competencies: Pastoral, Supervisory, Conceptual and Integrative. (2004, p. 24)
Scrivener outlined the certification process. In his work on the Certification Commission, he
reported that “I have…heard complaints from some students that their theory papers aren’t
receiving fair consideration because the readers don’t know how to understand or assess their
theories” (p.29). He reflected that this may be true because “it is …not clear whether…training
centers are providing broad-based theoretical background, so that students can be reasonably
well-versed in a number of perspectives…even while developing their own unique theories” (p.
29). This reality may well be because supervisory practices in ACPE have not been researched,
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theories have not been built on CPE supervisory practices post-certification and, therefore, little
literature in pastoral supervision is available for SSEs to use.
The third article on supervisor certification was by Pruett (2004) and was about pastoral
counselors and supervisors in the American Association of Pastoral Counselors (AAPC). Pruett
reported that “AAPC contends that formation is at the very heart of both pastoral counseling and
supervision certification and that formation is crucial to both being an integration of art and
science” (p. 33). He noted that licensure reflects meeting minimal requirements and should not
be confused with a demonstration of competence “Thus, competence can best impact licensure
and certification in the framing of minimal standards. The AAPC has intervened at this place” (p.
35). Pruett listed eight traits of competent pastoral supervisors as:
1. An understanding that enables the holding of supervisees who struggle to invest.
2. A genuine desire to give back to the discipline and the cognate that has held,
encouraged, and challenged them.
3. Commitment of the formation of the discipline and the cognate group.
4. A deep personal and professional fulfillment resulting from voluntary service to the
discipline and cognate group, including some pro bono work with special needs
supervisees with hardship.
5. An on-going intrigue and humility at the opportunity to supervise.
6. An openness to be available to and learn from supervisees.
7. An unyielding desire to pass a brighter, stronger AAPC torch to the next generation
of pastoral counselors and supervisory leadership.
8. Openness in retirement to serve as a community sage to the profession organization.
(pp. 40-41)
Pruett described the AAPC process of certification as collegial and noted that, since the
committees stopped voting, “persons now meeting AAPC certification committees for
consultation interviews that focus on formation overwhelmingly report extremely positive
outcomes and benefits” (p. 41). Demonstration of competency occurred as the:
organization supports, monitors, and evaluates this professional development through its
expanding body of knowledge, learning covenants, periodic evaluations, and the review
either of an integrated theory of counseling/therapy paper (required for fellow
applications…) or a clinical supervision theory paper (for diplomate candidates),

75
followed by a non-evaluative consultation interview with either the AAPC Regional or
Association Certification Committee, depending on the level of certification pursued. (pp.
33-34)
Pruett reported that the AAPC was in “its own formation process so that it might be more
competent in the certification of pastoral counselors and supervisor applicants” (p. 42). This
process was different from the one used by ACPE, but both organizations were reflecting on
their processes of certification.
Principles of Supervision
Dougherty, Haworth, Wilson, & Jungkuntz (1986) provided guidelines on principles of
supervision for educators in supervisory CPE. The principles listed included: knowing the
literature, which included Ekstein and Wallerstein (1958), Mueller and Kell (1972), Langs
(1979) and Tillich (quoted but not cited); parallel process; learning issues; and the supervisory
relationship as a vehicle for learning. This was a straightforward reflection on elements
important in supervisory education.
Thomas Klink was the first director of the Division of Religion and Psychiatry at the
Menninger Clinic in 1956 and he wrote a classic in the field of pastoral supervision. In his 1966
chapter “Supervision” (reprinted in 1989), he listed three principles of pastoral supervision:
1. Appropriation of new knowledge: Categorical thinking and naturalistic observation
2. “Cross-Grained” experience; by this he means helping students learn to respond in ways
different from their usual patterns of response
3. Supervision is working with a student who is working with patients; not working with
patients through a student (pp. 174-178)
Klink’s article was practical and outlined several important aspects of supervision in addition to
these principles. This article was an extensive review of the issues in supervision: when students
should receive training; what it means to become a professional; and criteria for a good training
center. Klink’s supervisory wisdom is widely acknowledged in ACPE; I particularly appreciated
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his emphasis on learning to change the “usual patterns of response” both for supervisors and for
students.
History of Pastoral Supervision
Fuller (2000) placed CPE supervision in its theological context and demonstrated the
importance of the behavioral sciences. He noted that “AAPC and ACPE are very much defined
not by any set of theological doctrines but by their method of process education and its inductive
approach to discerning God’s presence” (p. 15). This “fairly radical vision” of pastoral education
“steered students beyond traditional sources of theology” (p. 15). He explained that “psychology
in particular was embraced as a springboard to religious reflection” (p. 15). In reflecting that
“supervisors and student do not share a common theological tradition,” Fuller pointed out that
“as a consequence, professional conversations tend to utilize the shared language of the secular
social sciences” (p. 16). From Fuller’s article, one could draw the conclusion that, rather than
researching pastoral supervisory practices and developing a common language, supervisors have
made use of concepts and terminology primarily from psychology. Fuller’s article also shed
some light on why supervisors may not have studied their practice in an academic manner:
The clinical approach to training ministers certainly does ask students to shelve much of
their formal academic training. And it certainly does ask them to become anti-intellectual
if that is understood as giving primacy to a range of emotions that theology usually
ignores or deems inappropriate. The deliberate turn to psychological modes of reflection
was intended to uncover the “machinery” that drives humans toward wholeness and
vitality. The goal however, was not to eschew spirituality, but rather to understand it
anew. (p. 17)
Fuller’s review of the supervisory literature offered several pertinent perspectives. In reviewing
the 1991 symposium on Theology and Supervision in the Journal of Supervision and Training in
Ministry (JSTM), he noted that “the central theme of the symposium was the stark declaration
‘that our inherited theological traditions often block rather than reveal perceptions of the
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movement of the spirit of God in daily life and ministry’” (p. 18). Because of this, those in
clinical pastoral supervision have tended to focus on the experience of their students and of those
receiving their ministry. Another perspective Fuller offered is that “the predilection of JSTM
authors for models of supervision that emphasize empathy rather than authority often warrants
criticism for having abdicated responsibility for ensuring adherence to the highest standards of
clinical training” (p. 19). He pointed out that it is “important to observe here…that the
commitment to the importance of the relational elements of supervision is simultaneously a
philosophical or theological commitment” (p. 19). Fuller provided the perspective that “clinical
traditions have sought to understand God in unconventional ways. As Fitchett showed…papers
written for CPE certification were more likely to quote psychologists than theologians” (p. 20).
In terms of images of God in pastoral supervision, Fuller noted that
the principle image of God found in contemporary supervision is that of the ultimate
source of wholeness-making and world-building throughout the universe. Clinically
based religious thought finds the demanding, perfectionistic images of God found in
fundamentalist theology to be dysfunctional—not only intellectually, but psychologically.
(p. 21)
Fuller pointed out that, in clinical pastoral supervision, the concept of covenant is focused on
unconditional love and human responsibility for sharing with God in creation (p. 22). Part of this
new covenant has to do with being more inclusive of diversity (p. 26).
Fuller (2000) affirmed that “contemporary supervision is bearing distinctive fruits” (p.
30). He provided a series of gifts and attributes:
1.
2.
3.
4.

…process education facilitates the “owning” of one’s theology.
The introduction of ministers to the intricacies of biomedical ethics.
The preparation for participation in group processes.
The enhancement of one’s communication skills—especially with persons who are
either intellectually or emotionally disenfranchised from conventional religion.
5. Equipped ministers to guide persons through… “those human situations wherein
human beings ineluctably find manifest a certain ultimate limit or horizon to their
experience”
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6. Enabling the Christian ministry to address a range of modern spiritual needs and
interests which lie beyond the purview of traditional, denominationally based
seminary education.
7. Piecing together what might be called a spiritual anthropology. (pp. 30-33)
Fuller’s review of supervisory literature demonstrates the presence of considerable supervisory
wisdom in CPE. His list of the attributes of pastoral supervision reflects both theological and
practical wisdom. His use of the term “Christian ministry” suggests his understanding of ACPE’s
and AAPC’s commitment to diversity was not yet inclusive of other faith traditions.
Gleason’s (2002) article reviewed the Eastern Region of ACPE from its historical
foundations “as a Euro male liberal Protestant monoculture” (p. 120) using Schein’s (1991)
cultural assumptions as a framework (p. 118). He described the characteristics of the “pioneering
CPE supervisors” including (a) of European extraction; (b) comfortably middle class; (c)
masculine; professing heterosexuals; (d) United States citizens; and (e) credentialed as Protestant
clergy (p. 120).
Beyond these externals, he characterized the early CPE supervisors as “iconoclastic
toward perceived repressive elements in Protestantism; learned primarily through apprenticeship
with mentors in a guild modality; and carried a substantial reservoir of personal anger” (Gleason,
2002, p. 120). In terms of their supervision, he noted that they “used confrontation as a primary
teaching method” and “brought a psychoanalytic orientation to individual supervision and a
humanistic psychological orientation to group supervision” (pp. 120-121).
In his description of the Eastern ACPE Region, he included the affirmation that it had an
“essential predisposition toward diversity” (Gleason, 2002, p. 121) and that it had “a propensity
for ‘firsts’ and an accompanying feeling of elitism” (p. 122). He named the third basic
assumption of the Eastern Region as “administrative ambivalence,” which had to do with a
devaluing of administration while, at the same time, accomplishing administrative tasks. The
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fourth “region-specific basic assumption” named by Gleason “had to do with inbreeding” (p.
123). By this he meant that supervisors educated in the Eastern Region stayed there and so
developed multiple relationships with one another. The rest of the article was Gleason’s
recounting of the increasing emphasis on and acceptance of multiculturalism in the Eastern
Region. While interesting from a cultural perspective, the supervisory wisdom component of the
article is confined to Gleason’s emphasis on multicultural sensitivity.
Canadian Pastoral Supervision
Trothen (2000) discussed Canadian students’ perception of Supervised Pastoral
Education (SPE) based on a mixed method review of 82 students who responded to a survey
asking the research question: “In what ways is one’s pastoral functioning affected by one basic
unit of SPE as evaluated through the self-perception of SPE students” (p. 326). The research
“was initiated and supported by The Canadian Association for Pastoral Practice and Education”
(CAPPE) (p. 325). SPE students included CPE students and Pastoral Counseling Education
(PCE) students. In this study, three participants were PCE students and the remaining 79 were
CPE students. Trothen reported that “students consistently identified individual supervision,
clinical experience, group sessions, and verbatims as the most effective learning tools” (p. 329).
Trothen conducted a background review of research done on the effectiveness of CPE. Bruder
and Barb (1956) reported that the “attitude the student brings to the experience is of vital
importance in determining the benefits he (sic) will obtain” (Trothen, p. 327). Thomas’ (1958)
article noted that “Students reported that ‘this experience was an unusually rewarding one which
provided them with the opportunity for growth in several areas of crucial importance for the
training of the minister’” (Trothen, p. 327). Trothen summarized several studies with the
comment that “many studies have indicated the strengths of SPE education in terms of
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improvement of students’ pastoral functioning” (p. 327). The supervisory wisdom suggested in
this piece was the willingness of Trothen to do research in the area of educational effectiveness.
Also of interest is the age of the articles Trothen cited. For an article in 2000 to be only citing
articles over 40 years old indicates very limited literature resources.
Conclusion of Pastoral Supervision Literature Review
The lack of emphasis on reflection about how supervisory education is being done means
that the wealth of experience about training SSEs has not been and is not being shared among
professionals in the field. This is true for AAPC as well as for ACPE, based on the literature
available in the journals reviewed for this project. One reason for this lack of written reflection
and dialogue could be that, because once practitioners are certified, there are no longer external
rewards such as tenure or salary increases for doing research, reflection, and writing about
practices in the field of supervisory education. Another reason may be that supervisors in the
fields of CPE and pastoral counseling have been trained in the use of self and less well trained in
the application of the work of others. Certainly, few supervisors seem to engage in the practice of
scholarly exchange of ideas and experiences. Because significant wisdom about educating
supervisors exists in the persons of those who do this work well, it is important to determine how
to access that wisdom so that the wider pastoral supervisory community may benefit.
Literature from the field of Counseling Psychology
The gifts of counseling psychology to the profession of pastoral supervision are the way
their models of supervision inform and build on one another as the counseling psychologists
learn from and challenge each other’s work, and the demonstration that supervision may be
beneficially researched in a variety of ways. It is important to note that the literature reviewed in
this section is not meant to parallel the literature in pastoral supervision, but rather to supplement
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that literature by filling in the gaps. Counseling psychology literature has, for instance, provided
considerable excellent work on multicultural issues in supervision. Because this is an area
addressed in pastoral supervision, I have not included that body of literature in this review.
Considerable theoretical and empirical literature has been written on supervision in
counseling psychology. As evidenced in the earlier review, this literature has been used
substantially in the supervision literature of CPE. However, there is only limited work on the
“supervision of supervision” in counseling psychology, although it is more substantial than that
of CPE supervision of SSEs. A review of this literature resulted in these references which
include eight books, eight articles, and three dissertations. Most of the books had a chapter about
the supervision of students in supervisory education; a couple of books were devoted entirely to
the subject. The three dissertations focused on research about a specific aspect of supervisory
training. The research literature in counseling psychology supervision is considerably more
advanced than the literature in pastoral supervision. One explanation for this may be that the
context for counseling psychology is the realm of academia in which research and publishing are
valued and rewarded (Steve Ivy, personal communication, March 31, 2006).
Table 2.5. Categories of Counseling Psychology Supervisory Education Literature

Category

Articles

Books

2

7

6

1

Dissertation

Models for Supervisory
Education
Research in Supervisory
Education

3
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Counseling Psychology Models of Supervisory Education
Models of supervisory education in the field of counseling psychology are relevant to
supervision in CPE. The models for supervisory education spanned from 1988 to 2004. Two of
the models were applications of earlier models of supervision (Stoltenberg, McNeill & Delworth,
1998; Holloway & Carroll, 1999). Like the pastoral supervision education models, these models
are either developmental or process focused.
Developmental models. Watkins (1995) compared the developmental models of the
supervisor including Hess (1986) Rodenhauser (1994), Stoltenberg & Delworth (1987) and the
Supervisor Complexity Model (SCM; Watkins, 1993). He noted that, in several ways, the models
were similar; they were unique because Hess was the first to base supervisor development on
developmental stages; Stoltenberg and Delworth raised the question of how “supervisor
developmental level interact(s) with supervisee developmental level, and what does that mean
for supervisory practice?” (p. 153); Rodenhauser proposed “a multidimensional model that
incorporates supervisor, supervisee, and patient developmental levels” (p. 153); the SCM model
asked whether “supervisor development stages (can) be used to inform thinking about
supervising supervisors or supervisor trainees” (p. 153). Watkins noted that, due to similarities of
these models, and due to the fact that the SCM was the most “detailed” and “incorporate(s)
features of the other models,” the SCM should become the “one model” and the emphasis should
shift to researching the model and to “initiat(ing) a dialogue on practice,” especially on
“psychotherapy supervisor development” (p. 157). Watkins’ review of the supervisory
development models was thoughtful; his plan for continued development could be considered
self-serving since the SCM was his creation; he acknowledged this bias. A more objective
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consideration of the SCM is certainly warranted as well as empirical explanation of its value to
the education and supervision of supervisors. The wisdom of Watkins’ work was in the act of
comparing the models and nominating one for further development. I know of no comparisons
of pastoral supervision models.
Stoltenberg, McNeill, & Delworth (1998) presented a developmental model for the
training of supervisors. They provided examples of the different developmental levels of students
in supervisory education building from their levels of counselor development. The Integrated
Development Model (IDM) focused on identity formation rather than on theoretical content.
There were three levels in the model with what seemed like a fourth level known in the model as
Level 3i, which was an integrated version of level 3. As most of the models did, Stoltenberg et
al. discussed the transition from therapist to supervisor, pointing out that supervision required
different skills than therapy. Level 3 therapists may be Level 1 supervisors, and it was difficult to
move from mastery as a therapist to beginning identity formation as a supervisor. Level 2
supervisors may provide therapy rather than supervision to feel competent. One critique the
authors made of their model is that supervisors may not develop as neatly as the model would
indicate, a critique made by others as well (Bernard, 1992).
The IDM had three structures used to determine the supervisor’s developmental level:
self and other awareness, motivation, and autonomy (Stoltenberg et al., 1998, p. 16). These
structures were applied to the model’s eight “specific domains of clinical practice”: intervention
skills competence, assessment techniques, interpersonal assessment, client conceptualization,
individual differences, theoretical orientation, treatment plans and goals, and professional ethics
(p. 17). The model provided descriptions of the three structures at each level. This model has
been developed over a period of years and was referenced several times in its earlier incarnations
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in the pastoral supervisory literature. The wisdom in the IDM is that it has been developed by
seasoned practitioners.
Process models. In the earliest reference in this review, Taub, Porter & Frisch (1988)
made a point made by most of the works that followed:
We are in agreement with Loganbill and Hardy (1983) in their assessment of the
limitations of the traditional methods of learning to supervise: “Transfer of Therapy
Training” (i.e., training in psychotherapy is sufficient training to supervise) and
“Reciprocal Role Experience” (i.e., having been supervised trains one to supervise). (p.
79)
The supervision traineeship program is designed to teach the supervisor how to train
student therapists in the art and technique of psychotherapy. Over the course of the
traineeship we hope the supervision trainee, as well as learning a variety of specific
training, will develop a conceptual model of the supervisory process. (Taub et al, p. 78)
Their program was an eight month traineeship built on the “Personal Growth model of
supervision” (Hart, 1982). “This model concentrates on the process of relationship interactions
and the awareness of attitudes and feelings that occur” (p. 78). The supervisor in training was
expected to learn how to assess the training needs, readiness for learning and growth, and
learning style of each student, and to give constructive feedback. Limitations they named are
their own lack of supervisory training and no effective way to do program evaluations.
Hoffman (1990) noted that “Psychotherapy supervisors do not spontaneously acquire
skills for supervision. The experience of having been supervised is not adequate preparation for
the practice of supervising” (p. ii). Principles of this 28 week training program for supervisors of
Supervisors in Training (SITs) included relationship, specifically “Buber’s I-Thou phenomenon”
(p. 16); contract; communication; experience; and development. Hoffman noted that
“Psychotherapy supervision is, first and foremost, a process based on experience-based
data…The position presented here overlaps Dewey’s (1916) concept of ‘learning by doing’” (p.
18). This quote demonstrated the close relationship between supervision in psychotherapy and in
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CPE. Not only does Hoffman reference Dewey, but also the philosopher Martin Buber whose
relational stance is often cited by pastoral supervisors.
In her training program for supervisors, Hoffman (1990) posited that psychotherapy and
supervision have different purposes. The purpose of psychotherapy was “resolution of the
patient’s conflicts; reduction in growth barriers” (p. 48). The purpose of supervision was
“sharpening the supervisee’s skills and knowledge and development of the supervisee’s
professional identity” (p. 48). Other major differences between receiving supervision and
receiving psychotherapy were that, in supervision, the student was expected to change and the
supervisor was required to provide an evaluation of the supervisory student’s progress. The
models of supervision Hoffman used were didactic, experiential, and the three models of Hart
(1982): the Skill Development Model, the Personal Growth Model, and the Integration Model.
Clarkson & Gilbert (1991) presented a model for training of counsellor trainers and
supervisors that involved three interlocking circles referred to as contextual factors. One circle
was the counselor; one was the agency; and one was the supervisor. Along with an extensive
curriculum for training the supervisor, Clarkson & Gilbert named five core concepts in this
education process:
1. Fostering the natural creative drive in human beings to learn and develop.
2. Respect for individual differences.
3. The concept of individual responsibility—for one’s own behavior as well as
responsibility towards others.
4. Congruence—the development of core principles of learning and education which are
congruent with the philosophy or the value system underlying the material which is to
be taught.
5. Willingness to change and respect for tradition—respecting what has gone before
coupled with an openness to change based on a commitment to improvement of the
field. (pp. 144-147)
All these components were also seen as integral to the CPE process (Klink, 1989; Steere, 1989;
Robinson & Needham, 1991; Jernigan, 2000; Fuller, 2000). This relationship strengthens the
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usefulness of counseling psychology’s consultation for pastoral supervisors in the area of
research on supervision.
The Handbook for Psychotherapy Supervision (Watkins, 1997) included five chapters on
the education of students in supervisory training. Those models included the Systems Approach
to Supervision (Holloway); Microcounseling (Daniels, Rigazio-DiGilio & Ivey); Interpersonal
Process Recall (Kagan & Kagan); the Discrimination Model (Bernard); and the Major Formats
of Psychotherapy Supervision (Goodyear & Nelson). In the Discrimination Model, there were
“two axes”: the supervisor must decide what to address with the trainee and then must determine
the best style for the particular trainee (p. 310). There were three focus areas; they include the
process skills, which Bernard described as intervention skills; the conceptualization skills; and
the personalization skills, which have to do with the personalities of the supervisors and how
they use their personalities in the practice of supervision. Bernard identified three supervisory
roles, including the teacher, counselor, and consultant. Because of the use of self in supervision,
Bernard’s model would be particularly applicable to CPE supervisory practice.
Most of these models included the importance of having both a conceptual and an
experiential component. Several outlined distinct skills to be learned in the practice of
supervision. Most noted the importance of distinguishing between counseling and supervision.
The models for educating supervisors made excellent use of earlier theories and research,
sometimes by the model’s creator and often by colleagues. Several of the references in this
category call for further research in order to determine how well their models do or do not work.
Holloway (1999) applied her systems model from Clinical Supervision: A Systems
Approach (1995) to supervisory education. In this model, Holloway noted that the relationship
was central to the practice of supervision: “The supervisory relationship is the primary context
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for facilitating the involvement of the learner in reaching the goals of supervision” (p. 11). This
position resonates with the understanding of relationship as central to supervision in CPE (Ivy,
2004; Lotze-Kola, 2002; Silberman, 1989; Steere, 1989; and Whitby, 1998-1999).
A key element in this model was the relationship between Supervisory Functions and
Supervision Tasks. Holloway listed the Supervisory Functions on one side of a grid; the
functions included Advising/Instructing, Modeling, Consulting, and Supporting/Sharing. At the
top of the grid, she listed the Supervision Tasks, which are Counseling Skill, Case
Conceptualization, Professional Role, Emotional Awareness, and Self-Evaluation. She assessed
the supervisory issue by filling in the block corresponding to the supervisory function and
supervisory task called for in the situation. This model helped the supervisor determine the
necessary intervention or response to be used with the student.
In using the model for the supervision of students in supervisory education, it shifted so
that the relationship with the supervisor and the SIT was central. Her core questions for
reflection included:
What factors influence judgments in supervision? What contextual factors have they
relied on in their decision making? What other characteristics are important in designing
a teaching approach in supervision? What kind of roles do they tend to manifest in
supervision? Do these facilitate or hamper the supervisory process? How to identify
learning goals for individual trainees? (Holloway, 1999, p. 35)
Many CPE supervisors would resonate well with Holloway’s model because of her emphasis on
relationship as the central component in the supervisory curriculum. Holloway is a seasoned
practitioner who has continued to work with and apply her model to the area of supervising
students in supervisory education. This is good modeling for seasoned practitioners in the field
of pastoral supervision.
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Bradley & Whiting (2001) proposed a model for supervision training that had “three
components originally suggested by Loganbill, Hardy, and Delworth (1982): conceptual,
experiential, and integrative” (p. 361). Bradley and Whiting presented a model with goals,
training components, teaching modalities, content modules, and evaluation. While their model
was well designed, there were no components that appear to be innovative. They affirmed that
“The model of supervisory training described in this chapter incorporates conceptual, integrative,
and experiential elements as outlined by Borders et al.” (p. 362).
Bernard & Goodyear (2004) included a chapter on “Teaching and Researching
Supervision” in their third edition of Fundamentals of Clinical Supervision. The teaching
component of the chapter is reviewed in this section. Their perspective was that “conceptions of
supervisor development are relatively recent” (p. 279). They believed this was so for two
reasons: because “interest in supervision as a distinct intervention meriting its own research and
practice has been relatively recent; and supervisor development models have largely been
adaptations of counselor development models, most of which have only a two-decade history”
(p. 280). The models of supervisor development they reviewed included Alonso (1983), Hess
(1986, 1987), Rodenhauser (1994, 1997), Stoltenberg, McNeill, & Delworth (1998), and Watkins
(1990, 1993). They quoted Russell and Petrie (1994): “they are in their formative stages and
consequently are not yet supported by empirical data” (p. 283).
Bernard & Goodyear (2004) affirmed that the concepts in their approach to supervisor
training “generalize readily to other supervision training formats as well” (p. 284). They noted
that SIT training should begin with an assessment of “competencies and training needs” (p. 285).
They recommended that the didactic component of supervisor training should include elements
proposed by Borders et al. (1991) which were standard in the area of educating supervisors. In
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addition, Borders et al. (1991) suggested three sets of learning objectives for the didactic
components: 1) self-awareness; 2) theoretical and conceptual knowledge; and 3) skills and
techniques. Russell and Petrie (1994) added supervision research to those areas essential for
supervisory education. This addition of a research component provides an excellent idea for the
supervisory education program of SSEs. Encouragement to continue learning about what works
well in supervision would add a component currently lacking in CPE supervisory practice.
In addition to didactic components, Bernard & Goodyear (2004) proposed “laboratory
skills training for SITs” (p. 287). They outlined their own practicum, noting the importance of
having SITs practice supervision before they begin supervising students. They outlined five SIT
issues found by Ellis and Douce (1994) to arise during the supervision of supervision: balancing
responsibility, parallel process, power struggles, individual differences, and sexual attraction.
Bernard & Goodyear provided many practical suggestions for SIT curriculum.
Conclusion of counseling psychology models for supervisory education. The counseling
psychology models provided a rich resource of conceptualization that was based on both
principles of adult development, systems theory, and interpersonal process. The models of CPE
community were presented early in the supervisory practice, generally at the point of
certification. With some exceptions, they lacked the conceptual integration of the counseling
psychology approaches because they have not fully developed a body of conceptual knowledge
within their own field. Nonetheless, the two fields share a common position that supervisory
education is distinct from practitioner education (either pastoral or secular). Counseling
psychologists hold the position that research is necessary to understand the distinction fully. This
type of research has been minimal in the field of pastoral supervision.
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Research in Counseling Psychology Supervisory Education
There is limited research on supervisory education in comparison to the research on
counselor education. Only ten references were found spanning the years from 1989 to 2004. The
majority of these studies were quantitative in approach and several of them only appeared in
dissertations.
Overview of research in supervision. Bernard & Goodyear (2004) reported that “research
on supervision training outcomes” has been “virtually nonexistent” (p. 291). They noted that,
while counseling and psychotherapy research have a “relatively short history, dating only from
approximately the end of World War II (Garfield, 1983)…supervision research has an even
shorter history” (p. 292). Bernard & Goodyear listed critiques of studies done on supervision in
the past 17 years (p. 293). They noted that “Holloway and Hosford (1983) provided a useful
conceptual model for understanding supervision research” (p. 293). They proposed three stages
of supervision research including: 1) descriptive observation in which a phenomenon is
observed in its natural environment; 2) important, specific variables are identified and
relationships between and among them are clarified; and 3) a theory is developed based on the
empirically derived evidence about variables and their interrelationships.
Bernard & Goodyear (2004) gave examples of the different approaches to research in the
different stages of research development. They made a strong case that satisfaction of the
supervisee is not necessarily a sign that good supervision has taken place; “satisfaction is
imperfectly correlated with effectiveness” (p. 297). On the other hand, they stated that “the most
rigorous and important of these (criteria to assess the success of supervision) is client outcome”
(Holloway & Neufeldt, 1995). However, Ellis and Ladany (1997) concluded that methodological
challenges in outcome research as applied to supervision made it difficult to test supervisory
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process against the counselor trainee’s client outcome. Wampold and Holloway (1997) and
Holloway and Gonzalez-Doupe (2001) make a similar methodological argument in their review
of methods in supervisory research. Facing similar challenges, attempts at identifying successful
pastoral supervisory outcomes have been generally confined to SSEs successfully meeting
certification committees. This outcome says nothing about the experience of the SSEs’ students
or about the congregants or patients cared for by those pastoral care students. Research in the
area of pastoral supervision is an important topic because of accountability to students and
because of learning what works best with those seeking education to do pastoral ministry.
Quantitative studies. Ellis (1991) did a study examining critical incidents in the
supervision of both clinicians and of supervisors. This study asked several research questions
based on the supervisory models of Loganbill, Hardy & Delworth (1982) and by Sansbury
(1982). Sansbury placed Loganbill, Hardy & Delworth’s model in a hierarchical format. Ellis’
hypotheses were that, if supervisors did not develop according to hierarchical stages, supervisory
issues should not be based on developmental stages; and, if counselor and supervisor supervision
were the same, similar issues should emerge. The participants in this study were nine supervisors
in training and nine counselors in training. Both were receiving supervision. The 18 participants
were asked to complete a Critical Incidents Questionnaire (CIQ; Heppner & Roehlke, 1984) for
each critical incident occurring in an hour of supervision. A “critical incident” was defined as a
“major turning point.” The study demonstrated that supervisory issues were based on Sansbury’s
hierarchical structure, and that supervisory issues were similar for both counselors and
supervisors in training.
The material in this study provided ground for further studies and helped focus
supervisory training from a developmental orientation. Because the data supported Sansbury’s
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hierarchical model rather than Loganbill et al.’s model, supervisory curriculum might consider
attending to issues of relationship and competence as areas of strong interest for the supervisor in
training. The main point of the study seemed to be that the categories of supervision of
practitioners seemed equally valid for the supervisors in training. Not only is the act of doing this
research important for pastoral supervisors to know about, the concept that issues are the same
for developing practitioners and for developing supervisors is noteworthy because it has
implications for parallels in development.
The Psychotherapy Supervisor Development Scale (PSDS) was developed by Watkins,
Schneider, Haynes, & Nieberding (1995) to test the Supervisor Complexity Model (SCM;
Watkins, 1993). Four factors of competence/effectiveness, identity/commitment, self-awareness,
and sincerity in the supervisory role were built into the scale. This article first presented an
overview of the SCM and then described the approach to constructing “a measure that might be
useful in testing out the SCM” (p. 80). Watkins et al. noted that the following key issues should
be addressed in the measure: “competency versus incompetency, autonomy versus dependency,
identity versus identity diffusion, and self-awareness versus unawareness. Favorable ratios of
competency over incompetency, autonomy over dependency, and so forth are deemed necessary
for supervisor development to occur” (p. 80). Watkins et al. developed 46 items to assess
supervisor development and sent the survey to 1000 members of the American Psychological
Association’s Division of Psychotherapy (p. 82). One criterion for inclusion was to provide
psychotherapy supervision. Due to failing to meet this criterion, nearly half the 661 responses
could not be used. The 335 respondents making up the final sample provided material clustering
into 18 factors. Watkins et al. surmised that the instrument provided a beginning method to
“develop a reliable, valid measure (a) that would assess psychotherapy supervisor development
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and (b) that might prove useful in researching psychotherapy supervisor development” (p. 88).
They acknowledge that further testing would be important to continue to validate the instrument,
and they hope that their work “might also serve to stimulate further research and study into the
process of clinical supervisor development itself” (p. 89).
Pelling (2000) wrote her dissertation about influences on supervisor development and
identified three possible influences: supervisory experience, counseling experience, and
supervisory training variables. She made use of Watkins’ Supervisor Complexity Model (1993)
and of the Psychotherapy Supervisor Development Scale (PSDS; Watkins, 1995). Pelling noted
that
…should supervisor and counselor experience be shown to be related to increased
supervisor identity development, an argument could be made for requiring practical
experiences in counseling and supervision before a professional is considered a
competent supervisor. Similarly, should training in supervision be related to increased
supervisory identity development an argument for mandatory training could be made. (p.
4)
Pelling’s dissertation includes a section on Supervisory Training (pp. 25-28). She wrote that
“whereas the research literature addresses the possible benefits of formal supervisory training on
supervisory development and competence, the fact that much exposure to the supervisory
knowledge base can be informal has not been addressed” (p. 27). Pelling sent a survey including
the PSDS and demographic questions to 300 counselor educators and supervisors; 175 were
returned (p. 37). “Results indicate that supervisory experience and training in supervision
account for a significant proportion of the variance of supervisory identity development scores”
(p. i). Based on her data regression analysis, she found that PSDS scores were best predicted first
by experience in supervision and second by training in supervision. She concluded:
As supervisory identity development is theoretically linked, in the SCM, to supervisory
competence it is suggested that new supervisors gain experience and have supervision of
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their supervision experiences to aid in their skill development so that their identity as a
supervisor can be established. (p. 66)
The concept of researching the connection between supervisory identity development and
supervisory competence is very important in the field of pastoral supervision. Although this
makes intuitive sense, it would be very interesting to find which pastoral supervisory skills relate
most closely to what kind of pastoral supervisory identity formation. Exploring these questions
in a valid research format could deepen pastoral supervisory wisdom using empirical experiential
exploration of practice.
Vidlak’s (2002) research sought to define important factors in supervisor development;
training proved to be a key factor. Like Pelling, Vidlak made use of Watkins’ theoretical
contributions to the supervisory literature; she referenced his premise that psychotherapy
supervisor development refers to a supervisor’s competence and effectiveness, commitment to
the position of supervisor, self awareness, and comfort level in the supervisory role. To
determine the relationship between developmental level and supervisory style and working
alliance, she examined the relationships among training in supervision experienced as a
counselor, experience as a supervisor, and supervisor development.
She sent a survey to 206 American Psychological Association (APA) approved internship
sites. The survey was comprised of a demographic questionnaire (Vidlak, 2002, p. 50), the
Supervisory Styles Inventory (Friedlander & Ward, 1984) (p. 52), the Psychotherapy Supervisor
Development Scale (Watkins, Schneider, Haynes, & Nieberding, 1995) (p. 51), and the Working
Alliance Inventory-Supervisor Form (Bahrick, 1990) (p. 53). Her usable sample was ninety-nine.
Vidlak’s findings did not corroborate Pelling’s (2000) conclusions. Vidlak found no
relationship between years of experience and supervisor development. This suggests that
experience as a counselor did not equate to development as a supervisor. She noted that this is
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similar to findings in counselor development (O’Leary, 1986). In a finding supportive of the
practice of CPE education of supervisors, Vidlak reported that “Supervisors that had a formal
training experience were significantly more developed than those who did not. Yet, supervisors
who had an informal/self-study training experience were not different in development than those
who had not” (2002, p. 80). Vidlak’s study supported the level of education CPE supervisory
students receive. It would be instructive to do a study based on hers, focusing on CPE training
centers for supervisory CPE. The other truly interesting point here is that Vidlak and Pelling had
conflicting results. This suggests the need for further study, and for broadening the base by
studying supervisory education practices in other fields such as pastoral supervision.
Baker, Exum, & Tyler (2002) studied the Supervisor Complexity Model (SCM) using the
Psychotherapy Supervisor Development Scale (PSDS; Watkins, 1995). They found that “the
maturation of supervisory skills can be accelerated by didactic and experiential training in
supervision” (pp. 26-27). They note that this was an important finding supportive of three
reasons Bernard and Goodyear (1998) offered for doing supervisory education: 1) it is unethical
to provide services if a practitioner has not been trained in that specialty; 2) accreditation bodies
are requiring training in supervision; and 3) clinicians are recognizing the importance of training
in supervision.
Their research was set up to compare 12 doctoral students who had experienced a
supervisory practicum with seven who had not yet done so. This study focused on supervisory
development measures of students who were in supervisory training and those who were not.
Further, they interviewed supervisors to determine if there was support for the supervisor stages
suggested in Watkins’ SCM model:
The PSDS findings are congruent with Watkins’s (1990, 1993, 1994, 1995) theory in that
the respondents’ scores indicated greater confidence in their supervisory interactions over
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time. In addition, the scores of the participants in the supervision practicum were
significantly higher than were the scores of the participants in the control group,
indicating that the maturation of supervisory skills can be accelerated by didactic and
experiential training in supervision. (Baker et al., 2002, pp. 26-27)
The findings from the interviews were primarily on “evidence of development (in the)
cognitive/skills focus of supervision” (p. 27). They suggest the PSDS was a useful instrument,
but that more work should be done to validate it further.
Milne and James (2002) did a study focused on the use of consultation informed by
feedback from videotaped supervisory sessions. “The present study analysed the impact and
relative effectiveness of routine training (consultancy) versus routine training plus feedback on
clinical supervision” (2002, p. 55). Feedback in this study was defined as videotaped sessions of
the supervisors-in-training (SITs) working with the counseling trainees. The consultant, or the
person supervising the supervisor who was supervising the SITs, first offered routine training. In
the intervention, the consultant offered additional feedback based on his viewing of a videotape
of the supervisor working with the SITs.
The principal research question was whether the quality of supervision would be
improved by the supervisor (James) receiving feedback by viewing a tape of his supervision with
the six trainees. His consultant (Milne) would use the tape to inform his supervision of the
supervisor. The study provided measures of the effect of supervision on practice at various
intervals: before feedback, while feedback was being used, and in the maintenance phase after
the feedback intervention.
The supervisory sessions between James and his supervisees were videotaped, and the
observers viewed two randomly chosen sessions of supervisees as they received supervision.
They viewed tapes from routine consultancy, from consultancy making use of feedback, and
from the maintenance phase.
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Based on test scores, this study showed that the supervisor demonstrated minimal
competence during the baseline phase. During the two intervention phases, data indicated that
the supervisors behaved in more competent ways. Another result of the study was that the
intervention of feedback resulted in better supervision, given the time reflected in a lag effect
between when the feedback took place and when the supervision interactions improved.
The finding was that feedback was indeed useful. Although CPE SSEs have been
videotaping supervisory sessions for years, it is not a practice that has been researched. This
study demonstrated one way of studying the effects of videotaping sessions for educational use. I
found the complexity of this study to be off-putting. The concept of studying the usefulness of
feedback is important as a corrective to the CPE approach of assuming all feedback mechanisms
are valid and depend on the personal preference of the supervisor.
Qualitative studies. Burns and Holloway (1989) studied the meaning of the therapist role
in supervision and, specifically, how this role is operationalized in the supervisory process. The
authors reviewed two models of supervision: counseling-based models and developmentallybased models. In the realm of counseling-based models, counselors were trained with an
emphasis on relationship. A key aspect of the training was the supervisor’s relationship with the
counselor-in-training. This relationship often included a therapeutic aspect, especially in cases
where the counselor in training was experiencing difficulty with a client as a result of the
trainee’s own therapeutic issues. The issue seemed similar in developmentally-based models of
supervision. Although the supervisor focused on skill development, the role of the supervisor
could be that of teacher, counselor, or consultant according to Bernard (1979). It was not easy to
see how these types of supervisory models differ with respect to supporting or discouraging
therapy or counseling in the context of the supervisory relationship. The authors’ strongest
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argument against counseling came from Hess (1980) who “notes that supervision may become
therapy because supervisors are therapists and/or because they do not know models of
supervision” (p. 48).
The case study emerged from a frequently asked question of SITs: “How do I explore
personal issues and material while remaining an instructor and without becoming my trainees’
counselor?” (Burns & Holloway, 1989, p. 55). The case reported was a supervisor who felt
“impotent” when her trainee implied that he was having personal difficulties, but also implied
that he would prefer not to discuss those difficulties in supervision. The supervisor noticed that
his work with his client suffered because he was not willing to help the client explore the client’s
own difficulties in a way that would result in “personal insight and action” (p. 55). The
supervisor had a similar experience with the trainee; she felt unable to help him reflect on his
behavior for fear that her work with him might cross into the forbidden personal area. The
authors defined the critical issue in this case as the supervisor’s need to resolve “the
responsibility of her role as supervisor” (p. 55). The authors suggested a balanced approach in
which the supervisor helps the trainee see the effect his behavior is having on his client without
moving into a therapeutic role or process. The authors suggest that, if the supervisory work eases
toward counseling, the supervisor should suggest that the trainee seek personal counseling. The
authors made meaning of the case from the perspective of developing a deeper understanding of
appropriate boundaries in the practice of supervision. Because CPE supervision can often edge
into therapeutic territory, this would be a beneficial study in the context of CPE supervision as
well. Case study would be a natural research format for those in CPE supervision and the issue of
therapy versus education in the context of supervision is on-going and pervasive in CPE.
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Majcher’s (2001) phenomenological research on the experience of six doctoral students
in a clinical supervision course yielded themes at three different points in the eight month course.
Her research question was “How do supervisors-in-training experience and make sense of the
process of becoming a clinical supervisor?” (p.10). She did three unstructured
phenomenologically-based interviews with six doctoral students enrolled in a clinical supervision
course. She did a fourth follow-up interview to review shared meanings with the participants.
The themes at the beginning of the course included: role ambiguity and uncertainty;
boundary setting; sense of incompetence; sense of excitement; and sense of accomplishment.
The ten themes at the mid-point of the course indicated growth in confidence and a continuation
of struggle. The final interviews included themes of “awareness of what constitutes effective
supervision” and “congruence between self, theoretical perspective, and supervisory role”
(Majcher, 2001, p. 183). This type of research study would be both beneficial and congruent with
the relational learning and exploration practiced in CPE. Determining which supervisory issues
emerge at what points in the process could prove to be very useful information in preparing
SSEs.
In a grounded theory study, Benson and Holloway (2005) explored supervisors’
reflection on their practices of clinical evaluation. The authors interviewed 15 licensed clinical
practitioners who provided supervision to students in graduate school. The decision to interview
supervisors rather than students was in order to create a theory from the perspective of the
supervisor:
Rather we chose to begin our work with the study of the supervisor whose perspective
includes the formal responsibility of formative and summative evaluation in training
supervision, thus representing a purposeful sampling of supervisor respondents to
construct a supervisor perspective. (p. 119)
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The summary of clinical evaluations is useful not only for psychology supervision but
also for pastoral supervision:
To determine the level of clinical performance given by supervisees, during a training
period, supervisors assess the level of influence achieved with their supervisees as the
primary evaluative criteria. Influence was conceptualized as a supervisee’s ability to
participate in a set of interactive skills (i.e., acceptance of feedback, openness to
instruction). Through these skills, supervisors could then shape their trainee’s work to
prevent or correct areas of concern. When providing a final performance evaluation,
supervisors generally linked outcome with the level of influence they felt they had
achieved with their supervisee (full, limited, or none)….Through the supervisory acts of
noticing and adjusting, a supervisor makes an effort towards facilitating the success of
achieving influence. (Benson & Holloway, 2005, p. 133)
This study was useful because it outlined expectations a supervisor would have for a trainee and
adjustments the supervisor made if the “match” between supervisor and supervisee was not
effective. Also, the study did not demonstrate the importance of supervisor characteristics so
much as the importance of the quality of the relationship between the supervisor and the
supervisee. This study would be relevant to the education of SSEs. CPE supervisors do in-depth
evaluations of students and help students learn how to do in-depth self-evaluation. It would be
helpful for supervisors of SSEs to develop a way to do research on their evaluation practices.
Conclusion of research in counseling psychology supervision. The research articles in
counseling psychology cited many sources and clearly sought to demonstrate an addition to work
already known in the field. These approaches to deepening understanding of practice would be
useful for CPE supervisors because they suggest methods for supervisors to research their own
work. Researching practice in this way is both responsible to the supervisory students and
beneficial for the profession.
Conclusion of the Counseling Psychology Supervisory Education Literature
The amount of work that has been and is being done in counseling psychology
supervision of supervision is impressive. Although these practitioners and supervisors have
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significantly increased their focus on the importance of supervisory education in the last 20
years, their writing far exceeds that of the pastoral supervisors who have been educating
supervisors for a much longer time. As noted earlier, counseling psychology dwells in academia
and so has a culture that promotes research and publishing. The wealth of theories, models, and
research supporting each suggests that time and motivation to do this kind of work may yield
rich results.
These articles from counseling psychology demonstrated the amount of material present
for those in supervisory education to offer one another. The counseling psychology community
worked to reflect on their practice and to publish the results of their reflection. This could be
helpful as an invitation to CPE supervisors to reflect on their supervision of students in
supervisory education in a way that produces theories from the midst of practice rather than as an
entry to certification. Also, counseling psychology seemed to have an academic community
based on conversations with one another through their written work. CPE supervisors did not
seem to publish much, and those who did tended to offer original work that frequently does not
reference the work of other pastoral supervisors. These aspects of reflection and community
could be gifts from counseling psychology to CPE supervisors.
An area of strength in several of the counseling psychology studies was the ability to
draw themes from the practice of supervision. Also, authors were able to study either a series of
supervisory issues and compare them, or do an in-depth analysis of one primary issue, such as
boundaries. These types of reviews could be possible in CPE and might be beneficial.
Supervision is available for both video and audio taping, making it accessible for study and for
practicing different interventions. The field of counseling psychology educated its practitioners
in the skill and art of research. The argument in pastoral care is that so much of supervision is
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relational in nature that it can be difficult to quantify or generalize. Learning qualitative research
skills should counter that argument. Research done by case study would be natural to the CPE
process; much of the training in CPE is done based on a case study format. Educating pastoral
care providers in the skill and art of research would be extremely helpful in furthering the
possibility that pastoral care and CPE supervision could be beneficially studied in order to create
knowledge for the field and to improve practice. Certain research designs, primarily case study,
grounded theory, and phenomenology, lend themselves to studying CPE supervision.
Importance of Pending Research Contribution to Extant Pastoral Supervision Literature
Much of the literature in pastoral supervision has been theoretical and has not been drawn
on research. Doing research on the supervision of students in CPE supervisory education has
been done by narrative, case study, focus group, and survey questionnaires. These methods
added information about the practices of educating supervisors.
CPE studies, learns from and provides care for “living human documents.” In the practice
of CPE, those documents have been understood to be patients, clients, and congregants. In the
study of supervisory education, living human documents are the supervisors and the students.
Studying the supervisors educating SSEs allows wisdom to come to the surface so that CPE
supervisors and SSEs beyond the particular supervisor’s education program may benefit.
Because of the length of time CPE supervisors have focused on supervisory education, and
because of the well developed processes ACPE has for supervisory education and certification,
CPE supervisors have a considerable amount of wisdom to offer each other and others in the
various realms of clinical supervision.
This literature review demonstrates a need for this research project by reflecting its
notable absence. In the pastoral supervisory literature, few articles research the profound practice
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of supervisory education. Excellent studies are written by supervisors in counseling psychology
who are leading 28 week courses in supervision. CPE supervisors who guide SSEs through
three-plus year processes have the opportunity to do much more in-depth work with students.
Over a period of years, some of these supervisors have developed experiential learning that could
and should serve the rest of the supervisory community.
The goal of this dissertation was to gather wisdom based on interviewing supervisors
who have been named by an expert panel, the Certification Commission of ACPE, to be
particularly effective. The interviews will be done using the philosophy and practices of
grounded theory research. The purpose is to get at the tacit knowledge and wisdom of those
practitioners who have much to offer others in the profession of CPE and possibly to others
educating supervisors in cognate disciplines.
This study was a way of helping these supervisors access their wisdom. Much as
Holloway & Hosford (1983) provided a way for understanding counseling supervision research,
much as Watkins (1995c) called for research in psychotherapy supervisor development, so CPE
supervisors need to receive an invitation to share their wisdom by telling the stories of what they
do in supervision with SSEs.
Grounded theory provides a congruent method by which to uncover, illuminate, and
express the wisdom in a format useful to those in the field of practice. Grounded theory is
particularly well suited to CPE because the open ended interview question is frequently taught
and used as a basic skill in pastoral care. Listening deeply leads to an understanding of the
person that elicits that person’s story or, in this case, that person’s wisdom. Doing textual
analysis in the grounded theory method is a way of honoring the material presented in the
interview and seeking to hear the person interviewed more deeply. From this analysis, a
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theoretical proposition of educating CPE supervisors has been built. This theoretical proposition
is based on the supervisors’ experience rather than seeking to shape practice to adhere to theory.
This is the sort of learning and development of knowledge precious to CPE. Experiential
learning has its roots in the philosophy of John Dewey. The pragmatism inherent in symbolic
interactionism dovetails with the uses of language and knowledge practiced in CPE since its
inception.
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Grounded Theory as the Research Method
This dissertation explored practices in the supervision of CPE Supervisors in Supervisory
Education (SSEs) by means of grounded theory. The founders of grounded theory, Anselm
Strauss and Barney Glaser (1967), used this method as a way to explore human behavior, collect
data, analyze the data, and develop theories based on comparative analysis. This research method
was well suited to the study of CPE because, in supervisory education, CPE supervisors help
SSEs study human behavior for different reasons but using similar methods. Supervisors review
data the SSE has collected in the form of written and taped reviews of supervisory practice,
reflect on that material with the SSE, and help the SSE arrive at learning that will develop CPE
supervisory practices. CPE Supervision is done both individually and in groups. The material
presented by the SSE is reviewed in the context of the supervisory relationship and also, when
possible, with the SSE’s peers. Peer groups of SSEs are difficult to gather in many places
because of the dearth of supervisory students; therefore, much supervisory education is done by
way of individual supervision. The grounded theory interviews for this dissertation were done
with individual supervisors. Although the practice of supervisors doing CPE supervisory
education had not been formally studied, the interviews provided a method of data collection
based on reflective conversation in a relational format familiar to the CPE supervisors. The
coding of the interviews was done by a team of coders; this approach augmented my “insider”
perspective as a CPE supervisor.
Philosophical Foundation of Grounded Theory
Pragmatism
Grounded theory is a methodology grounded in pragmatism and symbolic interactionism.
Charon described Mead’s philosophical perspective; he wrote that Mead was “a member of the
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school of philosophy known as pragmatism…pragmatism becomes an important foundation for
the whole perspective of symbolic interactionism” (2007, p. 31). Charon listed four ideas
important to pragmatism:
1. Pragmatists believe that humans do not respond to their environment; instead, they
almost always interpret their environment.
2. Pragmatists argue that humans believe something according to its usefulness in situations
that they encounter.
3. Pragmatists believe that we are selective in what we notice in every situation.
4. Pragmatists focus on human action when they study the human being. (pp. 31-32)
As noted in Chapter One, pragmatism was part of the theological and educational philosophical
roots of CPE at its inception. Therefore, a research method based on pragmatism was well suited
to the exploration of the social process of supervision in CPE.
Symbolic Interactionism
In his Introduction to Mead’s On Social Psychology, Anselm Strauss noted that “When
Mead writes about scientific method, he does so with the basic pragmatic position on
intelligence” (1977, p. xxiv). Mead’s philosophy as expressed by Blumer (1969) and Bowers
(1988) is focused on continually drawing theorizing back to empirical experience. Cognitive
creation of understanding for behavior is dismissed as not experience-based and, therefore, not
grounded in reality. Bowers made the point in this way: “In contrast to grand theorists who
begin with the theory and then take the theory into the world in an attempt to validate it
empirically, interactionists begin in the empirical world and build their theories from there”
(1988, p. 36).
Symbolic interactionism is well represented in the research methods employed in
grounded theory. Blumer’s explanation of the methodological orientation of symbolic
interactionism demonstrates its relevance to grounded theory:
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It recognizes that such direct examination permits the scholar to meet all of the basic
requirements of an empirical science: to confront an empirical world that is available for
observation and analysis; to raise abstract problems with regard to that world; to gather
necessary data through careful and disciplined examination of that world; to unearth
relations between categories of such data; to formulate propositions with regard to such
relations; to weave such propositions into a theoretical scheme; and to test the problems,
the data, the relations, the propositions, and the theory by renewed examination of the
empirical world. (Blumer, 1969, p. 48)
Bowers identified a strong connection between symbolic interactionism and grounded
theory: “Consistent with the framework of symbolic interaction, the grounded theory researcher
is interested in the social processes by which ‘reality’ is constructed or maintained” (1988, p.
49). Clarke made the connection even stronger by referring to “Grounded Theory/Symbolic
Interactionism as a Theory/Methods Package” (2005, p. 2). She noted that “Foundational to my
project is the assumption that grounded theory methodology is itself grounded epistemologically
and ontologically in symbolic interactionist theory” (p. 3).
General approach of the Grounded Theory Method
Glaser and Strauss (1967) stressed the importance of focusing on empirical reality and
not on creating hypotheses and testing them. Grounded theory invites the researcher to ask open
ended questions of the data, to code the data, and to continue the research by doing theoretical
sampling. The idea in grounded theory is to begin to create theoretical propositions based on new
knowledge, and to continue gathering data until the point of “saturation.” Saturation is reached
when new data has been gathered to the point that no new concepts are emerging. Concepts
emerge both in the data and in the memos written by the researcher reflecting on the data.
Saturation is a way of “bounding” the study. From the data collected, analysis is done by open
coding, axial coding, and creating a matrix that defines a partial or tentative theory (Charmaz,
2006; Benson and Holloway, 2005).

108
An essential element in grounded theory is the creation and use of memos. Bowers
(1988) wrote that “Memoing is a crucial process for the grounded theory researcher, serving
several important purposes” (p. 51). These are the purposes she ascribes to memos:
1.
2.

3.
4.

Memoing provides an ongoing record of theory development, a process which is
otherwise difficult to reconstruct.
Theoretical memos are used to record important decisions about selective and
theoretical sampling, shifts in the focus of interview questions, and tentative
hypotheses.
Initial memos focus on identifying the dimensions of several categories discovered in
the data.
Later memos are used to compare the relationships among categories, and to compare
how relationships vary under different conditions. (pp. 51-52)
The memos are not analyzed by coding, but inform the categories that ultimately hold the

codes and later create the matrix. Once theoretical propositions have been generated, they can
further be assessed for usefulness by practitioners.
Method for the Study of Supervisors Providing CPE Supervisory Education
This dissertation identified supervisors considered by their peers to be exceptionally
competent in educating CPE students in supervisory education (SSEs) and, through a grounded
theory process, explored their tacit knowledge and wisdom as supervisors. The central question
of this research project was: What is the experience of SSE supervisors who are judged by their
peers as especially competent in educating SSEs? Because so little has been published about
CPE supervisory education, I suspected that much of the supervisors’ wisdom would be tacit.
My plan was to ask them to speak about their experience and, by asking questions based on what
they chose to discuss, to help them move more deeply into talking about their tacit knowledge.
Helping them reflect on their experience, beginning to develop a theoretical proposition of
supervising SSEs, and ultimately making that theoretical proposition available to the community
of supervisors would build on the practice of studying “living human documents” (Boisen, 1960,
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p. 196). In this case, Boisen’s phrase was being applied to the CPE supervisors who have
provided or are providing highly regarded education for SSEs; the supervisors themselves are the
living human documents that were studied.
This next sections describes the sample, participants, interviewing procedures, and
overall design of the analysis related to this study.
Purposeful sample. Prior to using grounded theory, one must create a sample. For this
dissertation, a selective sample method, sometimes called purposeful sample, was used to find
exemplary supervisors. Selective sampling was used by Benson & Holloway (2005) in their
study on evaluation in clinical supervision. Two practitioners of grounded theory, including
Anselm Strauss, defined selective sampling in this way: “Rather, selective sampling is a
decision made prior to a study about what type of interviewee, based on preconceived
dimensions, will provide the perspective for understanding the concept under study” (Schatzman
and Strauss, 1973).
This study of pastoral supervision was well served by a selective sampling approach that
includes nomination of prospective participants by supervisors in the Association for Clinical
Pastoral Education (ACPE). Figure 3.1 depicts the group to be interviewed for this project. The
Certification Commission was selected as the pool of supervisors who would have relevant
information about which supervisors might do the most effective job of educating SSEs. Each
supervisor serving on the Commission currently and for the past ten years received a letter
seeking the names of supervisors who are considered by their peers to be particularly effective at
educating CPE SSEs. The letter stated that the plan would be to identify ACPE supervisors who
are considered by their colleagues on the Certification Commission to be particularly effective at
preparing SSEs to supervise well. Good supervision would be characterized by the supervisory
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candidate’s conceptual, interpersonal and integrative skills as well as the ability to engage the
Certification Commission. This would not necessarily mean that the Committee voted to certify
the supervisory candidates, only that they were sufficiently experienced and prepared to meet the
Committee.
Based on information received from the ACPE national office, 40 supervisors received
the letter. Thirty-seven supervisors responded, some with many names. Four supervisors
Seminary Students –
All Faiths/Denominations
Optional 1 Unit of CPE
Level I

Congregational Clergy
Role: Care for Congregants
(Traditional Role of Clergy)

Staff Chaplain
Certification Requires 4 Units of CPE
Level I and II
Role: Care for Patients/Families/Staff

Pastoral Counselor
Am. Assoc. of Pastoral Counselors
(AAPC)
Role: Counseling in the Context of
Spiritual Beliefs

Acceptance into a Supervisory CPE Program
Student in Supervisory Education (SSE)

CPE Supervisory Candidate
Student in Supervisory Education (SSE)
Requires Regional ACPE Certification

CPE Associate Supervisor
Student in Supervisory Education (SSE)
Requires National ACPE Certification

CPE Supervisor
Requires National ACPE Certification

CPE Supervisor
Supervise Level I and II CPE Students

*CPE Supervisor
Supervise Students in Supervisory Education (SSE)

Figure 3.1. CPE Supervisory Track (*group to be interviewed).
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nominated CPE centers rather than individual supervisors. It became necessary to ask
respondents to limit themselves to nominating no more than three individual supervisors. The
resulting list contained 55 names. Several supervisors were named three times or more.
Participants. The supervisors identified through the nomination process were invited to
participate in the study in accordance with the ethical guidelines approved by the Institutional
Review Board of Antioch University. They were told that their names were nominated by
colleagues on the Certification Commission in response to an invitation letter. They were sent a
copy of the letter sent to the nominators. The nominators were not identified in terms of who
nominated whom. Following beginning interviews with these supervisors, a decision was made
to seek nominations from past and current chairpersons of the ACPE Certification Commission
from the past ten years seeking nominations of minority supervisors in order to increase the
diversity of the sample. The final group included two of the total number of eleven representing
minority supervisors. Once these eleven supervisors had been interviewed, it became apparent
that the same themes were emerging in the interviews and that saturation had been reached.
Those interviewed were all ACPE supervisors with a history of doing supervisory CPE.
Four are retired and seven are actively supervising. Ages ranged from supervisors in their 40s to
early 70s. Nine of the supervisors are European-Americans, one is Multicultural, and one is
African American. Five are women; six are men. All are members of the Christian faith, though
they represented several denominations. Three are Roman Catholic and eight are Protestant.
Some are very involved in their faith communities and others, while identifying as spiritual,
affiliate with organized religion primarily for purposes of endorsement in order to practice
chaplaincy and CPE supervision.
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Interviewing. Grounded theory data may include documents, observations of meetings
and events, interviews—any type of interaction or record of interaction may be included. For this
project, the data was to be drawn primarily from interviews. Charmaz, a second generation
grounded theorist, explained why interviewing is an especially effective strategy in grounded
theory data collection: “Intense qualitative interviewing fits grounded theory methods
particularly well. Both grounded theory methods and intensive interviewing are open-ended yet
directed, shaped yet emergent, and paced yet unrestricted” (Charmaz, 2006, p. 28). Glaser and
Strauss (1967) were aware of the constraints imposed by any situation being studied:
Most often, however, the sociologist’s strategy will be constrained by such structural
conditions as who is available to be observed, talked with, overheard, interviewed, or
surveyed, and at what times. He should realize that no matter what slices of data he is
able to obtain, comparing their differences generates properties, and most any slice can
yield the same necessary social-structural information. (pp. 66-67)
Although it would have been instructive to observe supervisors of SSEs, it would be
prohibitive from an access perspective. Much of the work being discussed in such interactions
would include specific confidential information. From an ethical perspective, permission would
need to be gained from the SSEs and from the CPE students they were supervising. Confidential
information about patients or congregants may be part of these supervisory sessions, and
permission would need to be obtained from these individuals as well. Because the study was
focused on the tacit knowledge of the supervising supervisors, the reflective process of
interviewing them is the best approach to gaining their perspective on the research question.
Interviewing supervisors was the first step in the development of a theoretical proposition of
CPE supervisory education. Each interviewee was invited to respond to the same initial question,
“Would you please describe your experience supervising students in CPE supervisory
education?” Follow-up questions were asked depending on the interviewee’s response, but
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always maintaining adherence to the research project’s primary purpose of uncovering the tacit
knowledge of supervisors from the perspective of the interviewee. Typically, follow-up
questions probed for deeper reflection, incidents or stories of supervision, and clarification for
my understanding.
In preparation for the interviews, one of the supervisors sent me his curriculum for
supervisory CPE, and another supervisor sent me an article he had written on theoretical
evolution as a CPE supervisor. In the context of the interviews, one supervisor referenced her
curriculum often and agreed to send me a copy of it. Two other supervisors sent me presentations
they had made about supervisory CPE. I wrote memos about all of these written materials and
they helped shape the axial codes that ultimately defined the emerging matrices.
Transcribing. The interviews were conducted by telephone. Prior to the interview,
permission to record the interview had been requested and granted. The recordings were
transcribed by a transcriptionist who agreed to maintain the confidentiality of the material in the
interview. The transcriptionist I hired for this project was an executive administrative assistant
for a division director of a medical specialty at the medical center where we both are employed;
she was well versed in the concept and practice of confidentiality. All transcripts had identifying
information (including individuals’ names and places of work) removed or changed prior to
being coded. I listened to the tapes of the interview while reading the transcribed text to assure
the accuracy of the transcription.
Coding Team. Grounded theory requires that researchers code their data. This is a
subjective process that is informed by the skills and perceptions of the researcher. The researcher
strives to understand and interpret the meaning of the interviewees’ perspectives rather than
listening for concepts that will support the researcher’s hypotheses. To enrich the understanding

114
of an interviewee’s perspective, a coding team is used to present a range of interpretations to the
data that the primary researcher can consider in the final analysis of meaning. As members of the
team attend to coding the data, each will notice material the others either did not notice or
interpreted differently. The coding team enhances the quality of the categories named and the
relationships uncovered by helping primary investigator notice more than I would have on my
own.
Members of my coding team included my research buddy, another Antioch doctoral
student doing her dissertation using grounded theory; three other members of the Antioch
grounded theory group; a psychiatric chaplain with extensive research experience; a social
psychologist, educator, and nurse, all experienced in qualitative research; and an engineer with
experience in coding. This team helped me focus on the perspective of the interviewee rather
than interpret meaning from my own perspective. This is particularly important because of my
years of experience as a supervisor. At least two members, and at times up to five, participated in
open coding with each interview; I was always one of the coders. The interviews were each
between 75 and 90 minutes except the one where the tape broke and we needed to re-do a portion
of the interview; that combined interview was about 120 minutes.
Once the interview was edited for content and anonymity, I met with between one and
four members of my coding team to do a line-by-line coding of the text. The interviews were
initially completed in July 2007. The first six interviews were done with open coding. As similar
topics began to emerge repeatedly, members of the coding team and I moved toward focused
coding and began to place codes in the categories where they seemed to fit. At times, a code
would go into multiple categories. The coding process was completed by early September.
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Data Analysis
The following section describes the method of data analysis used in this grounded theory
study, the specific types of codes that were generated, and the software program that was used to
assist in the data analysis.
Comparative Analysis and Saturation of Data
“Joint collection, coding, and analysis of data are the underlying operations in the
constant comparison method. The generation of theory, coupled with the notion of theory as
process, requires that all three be done together as much as possible” (Glaser & Strauss, 1967, p.
43). This means that, as an interview was completed and transcribed, the coding process began.
As the coding team was working on one transcribed interview, another interview was being
conducted and transcribed. The initial question remained the same and, as the data was collected
and coded, I wrote memos about the process and about ideas emerging from reflection on the
interviews, written material provided by the interviewees, and on the coding process. The memos
helped define the emerging dimensions and led to the next stages of coding. “Saturation means
that no additional data are being found whereby the sociologist can develop properties of the
category” (Glaser & Strauss, 1967, p. 61). The coding team and I noticed that the same codes
were being used in successive interview transcripts; at this point, I determined that saturation had
been achieved. “The criteria for determining saturation, then, are a combination of the empirical
limits of the data, the integration and density of the theory, and the analyst’s theoretical
sensitivity” (Glaser & Strauss, 1967, p. 62). The interview questions grew to include requesting
definitions for integration, a concept that emerged repeatedly; asking supervisors how their
supervision was different with supervisory students than with Level I and Level II students; and,
ultimately, how they understood supervisory identity.
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Reaching saturation with 11 interviews might seem unusual. The interviews were indepth and the supervisors were well versed in thoughtfully considering both the initial question
and the follow-up questions. Given how little study has been done in supervisory CPE, I thought
it made sense to interview those who were nominated as being especially good at supervising
Students in Supervisory Education (SSEs). After about six interviews, it was clear that similar
themes were being identified. Interviewing others of the more than 50 named would probably
have added different perspectives but, since the goal of this project was to develop a theoretical
proposition for supervising SSEs effectively, interviewing practitioners named as the most
effective supervisors by their peers seemed the best way to accomplish that goal.
Phases of the Coding Process
Coding is fundamental to grounded theory. “Coding means naming segments of data with
a label that simultaneously categorizes, summarizes, and accounts for each piece of data. Coding
is the first step in moving beyond concrete statements in the data to making analytic
interpretations” (Charmaz, 2006, p. 43). The first approach to coding is line-by-line. “In this
method, the analyst initially codes the data (open coding)—word by word, segment by
segment—and gives temporary labels (codes) to particular phenomena” (Clarke, 2005, xxxi).
Glaser and Strauss (1967) called this open coding the initial phase of coding in grounded theory.
The second phase, focused coding, is “a focused, selective phase that uses the most significant or
frequent initial codes to sort, synthesize, integrate, and organize large amounts of data”
(Charmaz, 2006, p. 46). The early stage of coding analyzes the text carefully to mine any ideas
that might contribute to the development of a substantive theoretical proposition later in the
process. The text is broken down into very small parts in line-by-line coding; “strong analytic
directions” are established through initial coding (Charmaz, 2006, p. 57).
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Open coding for this project was done using the exact language of the supervisor
interviewed in the creation of the codes. That meant that the codes grew to 813; even as we were
collecting initial codes, I began, with members of the coding team, gathering the codes into the
next phase. In the second phase of coding, focused codes “are more directed, selective, and
conceptual” than the initial codes (Charmaz, 2006, p. 57). In focused coding, the appropriateness
of the initial codes was evaluated. Decisions were made about “which initial codes make the
most analytic sense to categorize your data incisively and completely” (p. 58). Focused codes
take the grounded theory process from labeling experiences to comparing those experiences and
naming a category more firmly. In the software used, these focused codes came to be headings
that other codes were under. These focused codes began to center around similar subjects; this
led to the third phase of coding.
The third phase of grounded theory coding is axial coding. Axial coding is the process
that “treats a category as an axis around which the analyst delineates relationships and specifies
the dimensions of this category. A major purpose of axial coding is to bring the data back
together again into a coherent whole after the researcher has fractured them through line-by-line
coding” (Charmaz, 2006, p. 186). Strauss created axial coding as a later development in
grounded theory coding. “The purposes of axial coding are to sort, synthesize, and organize large
amounts of data and reassemble them in new ways after open coding (Creswell, 1998)”
(Charmaz, p. 60). Strauss and Corbin (1998) use axial coding for “bringing the data back
together again in a coherent whole” (Charmaz, 2006, p. 60). “For them (Corbin and Strauss),
analyzing data means converting test into concepts…these concepts specify the dimensions of a
larger category” (p. 61).
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Conditional Matrices and Models
Once axial coding was completed, I began the process of creating conditional matrices
and models. These matrices delineated the structural context in which the axial coding resides. In
order to include the context of the social situation in his analysis of the data, Strauss “worked
assiduously on framing and articulating ways to do grounded theory research that included
specifying structural conditions—literally making them visible in the analysis” (Clarke, 2005,
pp. 65-66). I did this by creating preliminary models from the axial codes and reflecting on what
fit together and how. Although all the material had been coded, I carefully re-read the interviews,
drawing quotes to support some of the emerging categories. I created elementary models to help
me think about connections within and between categories. Clarke writes that “It is important to
fairly note that these are abstract models of matrices, intended to offer ideas about how analysts
might grow actual substantive grounded theoretical matrices for their own projects” (p. 70). It is
from the matrices that the initial theoretical modeling of supervisory practice grew. Some of the
findings were surprising. I had assumed that certification would be a major category. Although
several of the supervisors alluded to their own certification stories, and some noted that
certification becomes more important in the minds of some than actually learning to do
supervision, there were relatively few codes about certification. Another finding was how much
was said about pastoral identity and how little about supervisory identity. I decided possibly my
emphasis on the experience of the supervisors focused them more on what they did than on who
they were and who they were helping their SSEs become. I chose to send out a follow-up e-mail
question asking the supervisors to describe what was important to them in their supervisory
identities, and what they wanted for their SSEs to learn about supervisory identity. This resulted
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in responses from 10 of the 11 supervisors; this material will be reviewed in the Results section
in Chapter Four.
An important element in my analysis of the data was my own meditative practice. I
would read the quotes I had selected for a category, look at the models I had developed to help
me think about a category, and then meditate about the category for 20 minutes. From my
reflection and meditation came the concepts I ultimately defined as primary and core dimensions.
Because this work is on pastoral supervision, it seemed useful to note my own spiritual practice
in working with the data.
Introduction of Dimensional Analysis Language
At this point in seeking to understand and analyze the data, the language of dimensional
analysis proved useful as a way to understand and express the findings of this study.
Dimensional analysis is a way of talking about what emerges from grounded theory; it was
created by Leonard Schatzman because of his experience doing grounded theory with his
graduate students (Schatzman, 1991; Kools, McCarthy, Durham, & Robrecht, 1996). He noticed
repeatedly that they did not find Glaser & Strauss’s method helpful when it came to doing the
analysis because they did not provide a clear paradigm for analyzing the data. He also thought
that further developments of grounded theory manipulated the data in such a way that grounded
theory moved away from its philosophical basis in symbolic interactionism (Kools et al, 1996).
Schatzman began using an approach to analysis that identified emerging dimensions. He
preferred this language to categories because the dimension could include many elements rather
than just one. As his students described his method:
As originally conceived, the objective of grounded theory method was to answer the
conceptual question, “What is the basic social process that underlies the phenomenon of
interest?” (Glaser & Strauss, 1967). In contrast, dimensional analysis does not attempt to
arrive at a theory by identifying a basic social process. Instead, when dimensionalizing a
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phenomenon, one attempts to address the question, “What all is involved here?”
(Schatzman, 1980, 1986, 1991). This question stems directly from the symbolic
interactionists perspective and reflects the researcher’s interaction with the data. It
encourages the researcher to expand the realm of conceptual possibilities. The aim of
dimensional analysis is to discover the meanings of interactions observed in situation.
(Kools, et al., 1996, p. 316).
Although there are aspects of dimensional analysis that I did not use, such as Schatzman’s
language of perspective, I found the elements of his dimensions to be helpful in analyzing the
different components of supervision in Supervisory CPE. The four dimensions that emerged each
had conditions, processes, and consequences; this is Schatzman’s approach to discerning which
codes contributed in which ways to the dimension of the social process under review. The core
dimension emerging from the study could be compared to Schatzman’s organizing perspective,
but seemed to me to both inform and be informed by the other dimensions as a central dimension
rather than as a perspective. The language of dimensional analysis helped me describe the results
more fully and with greater texture. I employed Schatzman’s concept of deeply understanding
the interactions between the dimensions, but stayed with the original grounded theory goal of
beginning to create a theoretical proposition of CPE supervisory education emerging from a
beginning study of nominated practitioners.
NVivo Software for Analysis
The process for coding in this grounded theory project included use of the NVivo (QSR
International 2007) software program used to code qualitative research interviews. NVivo
supports line-by-line coding, focused coding, axial coding, and the creation of matrices and
models. In addition to the coding team, NVivo assisted me in discovering and organizing
connections between dimensions.

121
Findings of the Grounded Theory Study of Supervisors
of CPE Students in Supervisory Education
This fourth chapter discusses the findings of the study. By accounts of all eleven
supervisors interviewed, supervising Students in Supervisory Education (SSEs) is a complicated
process. Primary dimensions emerged that contribute to the creation of a conceptual model of
effectively supervising SSEs. Supervising students in supervisory education involves four
primary dimensions: Selecting the SSE; Helping the SSE develop CPE supervisory practices;
Guiding the SSE toward integration, and Blessing the SSE to develop independently. Each
primary dimension refers to work the supervisor is doing with the SSE. The core dimension that
emerged is Evolving Wisdom, and the core dimension is referring to work the supervisor is doing
in terms of her own continuing growth and development. Evolving Wisdom is a reciprocal core
dimension that both feeds and draws from the primary dimensions. The supervisors I interviewed
did indeed evidence considerable wisdom integrated with colorful personalities, and the excerpts
from the interviews will infuse life and spirit into these primary dimensions.
Each of the primary dimensions is made up of contributing properties that are developed
in the axial coding process. All levels of the categorization of properties are presented in
Appendix A. These properties are conceptualized in the creation of theoretical matrices that
include conditions, strategies, and consequences related to the primary dimensions. In this
chapter, first the primary dimensions with properties will be described followed by the
theoretical matrix that emerged from the dimension. A core dimension was developed from the
axial coding process that related to all primary dimensions and is present in each of the
theoretical propositions. The primary dimensions and their theoretical matrices will be described
and illustrated with text from the interviews. Finally, the core dimension will be presented as it
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relates to all other dimensions. For the purposes of this research project, the supervisors are
identified as A-1, B-2, and so forth. Another grammatical note: rather than use he/she, I have
chosen to use he or she interchangeably when not referring to specific people.
Primary Dimension: Selecting CPE Students for Supervisory Education
Selecting Clinical Pastoral Education students for supervisory education emerged as one
of the primary dimensions in supervising SSEs. The properties of this primary dimension
included: Experiencing students in their work as pastoral care providers and in their use of the
CPE methods of learning; Assessing students carefully in the application and interview process;
and Consulting with colleagues, supervisory and other, about the selection of students. This
emerged as an essential beginning in the process of supervisory education.
“So I think picking well is half the battle” (K-11).
“This is one of the reasons why we need to be thoughtful as an organization about how
we assess who gets admitted in the supervisory training, because it requires a unique set
of skills and most predominant, in my purview, among them, is willingness to become
vulnerable and openness to the external critique….And the core around our own spiritual
health is an essential element for success in the field…” (A-1).
Some supervisors remarked on how difficult good selection can be when they are being
forced to have an SSE in place to help with clinical needs or to keep the program going by
having a live body in an SSE position. Most supervisors interviewed were not currently in a
position of having to take a student when they felt the student wasn’t well suited to Supervisory
CPE. One supervisor specifically chose students from minority backgrounds or students who
were women; he did this as an act of social justice because he experienced racial discrimination
in his early CPE process and because his supervisor had been a woman who helped him
understand gender issues in ministry and in CPE supervision. He was the only person who spoke
of taking race and gender into consideration in the selection process, and his reasons for doing so
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were an intentional aspect of his sense of vocation as a CPE supervisor. Even as supervisors
sought a sense of calling from their Supervisory CPE applicants, most voiced a sense of calling
in choosing to provide supervision to SSEs. They had learned to be very careful in the selection
process—a sign of evolving wisdom—and were able to articulate the fact that having the right
SSE helped them commit to the student and work with her through the multiple difficult aspects
of supervisory education.
Conditions for Selecting SSEs
Conditions for selecting SSEs may be seen in Figure 4.1. The condition for successfully
experiencing the student applicant included observing the student’s work over time. Supervisors
interviewed particularly stressed the importance of strong pastoral identity, demonstrated
pastoral competence, integration of personal history, and an understanding of the CPE
supervisory process. These elements can most easily be assessed, according to several
supervisors interviewed, by direct experience of the student. If the supervisor or supervisors at a
center did not have direct experience of a student, having access to the candid opinions of the
student’s former CPE supervisors became crucial to the selection process. The conditions for
unsuccessfully experiencing the student included trusting the student’s self-report of competence
and accepting only positive rather than balanced reference material about the student.
The conditions for successfully assessing student applicants’ written materials and
interviews included having clarity about what needed to be assessed. Clarity about both the
content of what needed to be assessed and the process of how to do the assessing proved to be
strong in these research interviews. Several supervisors named integration of personal history
with pastoral functioning as an important criterion for entering Supervisory CPE. Inherent in this
is a well developed faith and emotional maturity:
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“But you want to hear (unclear) about it because you’re really looking for somebody
that’s grounded deeply in some spirituality or faith system or you know, yet is very open
to virtually any other way some person maintains their human spirit and so wants to
engage in work that is the spiritual life world of that other person, while remaining
grounded in your own” (E-5).
“I want to pick an SIT um, um, that I think is pretty integrated already in terms of their
personal history and their theology. So this idea of spiritual and emotional maturity is a
must. And obviously, asking them to demonstrate that in their written materials for their
application and then in the interview process. So taking somebody who is not all that
integrated and doesn’t have a good self understanding and self awareness is just kind of a
nightmare. I also want to know that they have some strong conceptual skills and the
ability to articulate and write well” (K-11).
The condition for unsuccessfully assessing included underestimating the importance of
the assessment process. Another condition for unsuccessfully assessing student applicants was
overestimating the program’s ability to help supervisory students develop Level II pastoral care
skills as well as academic writing skills.
Conditions for successfully consulting included having an awareness of the supervisor’s
need for consultation; having in place a trusted colleague or group of colleagues to consult; and
having a well-oriented CPE Advisory Committee. The ACPE Standards require that each CPE
center have an advisory committee which is often called the Professional Consultation
Committee. (I have chosen to call it the CPE Advisory Committee because I find that a more
descriptive term.) The orientation for the CPE Advisory Committee should include what the
program and supervisor are looking for in an SSE. The more specific the guidelines, especially
for colleagues outside CPE, the stronger the consultation will be. Conditions for unsuccessful
consulting included being reasonably secure that the supervisor’s own perceptions will be
adequate to the task of selection; having an ineffective group of colleagues; and allowing the
CPE Advisory Committee to be ill informed about the selection requirements for supervisory
students or not including them in the process at all. When asked what he was looking for in
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consultation about an applicant, one supervisor identified both his desire and his experience in
this way:
“A person who will take first of all the material and synthesize it to some significant
degree and identify potential issues or actual issues, you know, as they emerge in CPE in
the material they present. And then a couple of other people, couple of other supervisors
who are—have an objectivity and the courage so that they are not too colored by a
relationship with me and um, yet are interested in being candid with me about this or that
that they see. I’ve not always found that and I think then later on, I discovered that you
know, gosh, someone had a better insight at this than I did, and they didn’t let it be
known at the time” (E-5).
This finding indicated that supervisors who choose not to voice their insights can set up
conditions for unsuccessful consultation that can be problematic.
Processes for Selecting Students
Processes for gathering direct knowledge of students’ practice experience included having
students do a residency—either a second year or some part of a year—with the center to which
they were applying (see Figure 4.1). Two supervisors noted that they shifted the traditional
process of receiving student applications from those who decided to seek supervisory education.
Rather than wait for applications, these two supervisors invited students into their supervisory
education program. They paid attention to whether students had potential to do supervisory
education by watching them work in their CPE residency program and then invited them to apply
for supervisory education. If they had not worked with an applicant in their own residency
program, they insisted that the student come to the center and do at least six months of education
as a second year CPE resident before they would agree to accept the student into supervisory
education. One supervisor pointed out that this practice cost him some strong applicants because
the student applicants, “understandably,” according to the supervisor, chose not to take the risk
of coming to the center without a guarantee of acceptance into supervisory education.
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Figure 4.1. Primary Dimension: Selection of Students for Supervisory CPE
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Another supervisor interviewed used a similar practice. When students unknown to her
applied to her program, she insisted that they do a second year residency, or at least nine months
of a residency, before she would accept them into supervisory education. Her rationale was that
it was important to know the student and for the student to know whether he could trust the
supervisors at the center. Trust emerged as an important element in creating the supervisory
alliance for Supervisory CPE. This supervisor also reported that some applicants balked at the
requirement to do a second year residency. Her response was to hold to her practice and allow
the student to exclude her program from consideration.
Processes for successfully assessing the student applicant included experiencing the
student's Level II pastoral care abilities both in written materials and in the context of the
interview. Supervisors evaluated applications for evidence of the student’s deep selfunderstanding and for the ability to write with theological and psychological depth. They
reported seeking evidence of pastoral integration in written materials and in the interview.
Having students demonstrate the ability to receive and use feedback was considered an important
part of the assessment process. These strategies of written applications and in-depth interviews
imply that the student applicant will be providing the supervisor and the program with adequate
material to fully assess the student’s pastoral identity, pastoral skills, and potential to become a
CPE Supervisor. Also, supervisors were looking for applicants highly motivated to engage in
Supervisory CPE for well-considered, professionally mature reasons:
“I found pretty quickly that there [are] people who wanted to do supervisory education
because of the wonderful experience they’d had with CPE, and they were kind of
evangelists. But they did not really understand the demands of becoming a supervisor.
And they often could not get past kind of the—I guess the good feeling you have when
you went to church camp, came home, after the night, the final night—singing Abide
with Me…They just have a good feeling about CPE. And they want to pass it on. And of
course I think, when that happens, I don’t think it’s the student’s responsibility, I think
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it’s the Center and the person that takes them on that’s made a mistake. And I made some
mistakes” (I-9).
“I’d say that—counts for me—do they have a sense of calling? A sense of purpose? A
meaning for wanting to be a supervisor? I really listen to that, and when, that’s kind of
like point one, and then the sub point would be, okay, why? Well, because they want to
educate and help other students become better ministers. And so I listen to the why and
what’s underneath the why. What undergirds the why” (J-10).
Supervisors noted that an applicant needed to be smart enough to do the work of
supervisory education. One supervisor said that the student needed to be able to think and write
well; another said that this could be discerned by the written material for the application as well
as a strong history of academic accomplishment in college and in seminary. One supervisor said
the applicant needed to be “smarter than I am.” One process included seeking letters of reference
that included balanced feedback, not just positive reflections of the student. If the student’s
previous CPE supervisors did not address the question of the student doing supervisory CPE, one
process included getting permission from the student to ask previous supervisors’ opinions on
the matter.
Seeking consultation emerged as an important property in the selection process. Beyond
the processes for successful consultation listed in Figure 4.1, the supervisor making successful
use of consultation considered it carefully. Consultation implies relationship, so the supervisor
should discuss his own assessment of the student applicant honestly with those she is consulting.
Processes for unsuccessful consultation included the supervisor defending the student applicant
to the consultant(s); withholding pertinent information beyond reasonable bounds of
confidentiality; and offering no guidance about what kind of help the supervisor needed.
Consequences for Selecting SSEs
The consequence for successfully experiencing the student was that the supervisor or
supervisors at the center had a solid basis to form an assessment of whether the student has the
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potential to use the supervisory education program effectively. The consequence for
unsuccessfully experiencing the student was that the supervisor or supervisors entered the
assessment process with a dearth of information (see Figure 4.1).
The consequence of doing successful assessments of student applicants for supervisory
CPE was a strong beginning to the supervisory education process and a reasonable hope that the
new SSE will begin with confidence in her pastoral care abilities and with the strong support of
those who have accepted her into the program. The consequence of doing unsuccessful
assessments was that the likelihood of accepting a student with marginal ability is higher. The
consequence of successful consultation is that supervisors have additional input in the selection
process, and this lends confidence to the supervisor’s decision to accept a student:
“I mean now that I (am) aware that (I’d) better not just trust my own discernment so I
always want to get others input, I am much more likely to pull in other training
supervisors and say, ‘Will you assess this person with me?’ …So that’s one piece--I want
to get other people’s input to help me assess the student’s openness to feedback and sort
of spiritual groundedness. Their identity and their authority—are they essentially in
place? Can they function with vulnerability and autonomy? And if so, then I say, ‘Well
sure, come in, let’s try it,’ you know?” (A-1).
Consultation is an important process, not only in the selection of SSEs, but also in every
aspect of CPE. As such, it appeared in several of the primary dimensions. Therefore, one other
consequence of consulting well was modeling for the student even before selecting the student
that the supervisor values and is able to make good use of feedback from peers.
Primary Dimension: Helping SSEs Develop CPE Supervisory Practices
Helping SSEs develop CPE supervisory practices emerged as one of the primary
dimensions of supervising SSEs. Properties of helping SSEs develop CPE supervisory practices
emerged as: Establishing Relationship; Teaching supervisory practices; Empowering the SSE;
and Encouraging the SSEs to present their work (see Figure 4.2). The primary dimension has
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Figure 4.2. Primary Dimension: Helping SSEs Develop CPE Supervisory Practices
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conditions, processes, and consequences; the properties share the conditions and consequences of
the primary dimension. The processes for the various properties will be more fully defined in the
Process section.
Conditions for Helping SSEs Develop CPE Supervisory Practices
The conditions for helping the SSE develop CPE supervisory practices may be found in
Figure 4.2. As will be noted, one of the conditions for helping SSEs develop CPE supervisory
practices is related to the first primary dimension: selection of an SSE capable and ready to do
the work of supervisory CPE. The conditions listed in Figure 4.2 result in the ability to establish
good supervisory relationships and to engage in the development of supervisory identity and
skills. Several supervisors noted that the strength of their curriculum comes from its rootedness
in the ACPE Standards. As two supervisors from centers across the country from one another
said to me, “This is not rocket science—it’s in the Standards.” When I persisted in asking how
they used the Standards, one supervisor said that her center really takes the Standards seriously
and grappled with them in a community of supervisors as they re-created their curriculum over a
two year period.
An implicit condition for helping SSEs learn the practices of CPE supervision is having
clarity about what those practices are. Supervisors interviewed referenced the classic formats
used in CPE: verbatim seminars; Interpersonal Relations Group (referred to by other names as
well); individual supervision; and didactic instruction. The learning tools used in CPE included
modeling; mirroring; developing an awareness of parallel process and using it for learning;
giving feedback in a variety of settings and using a variety of strategies; visiting together—which
is to say, going on visits to see patients with a CPE student and with his supervisor, the SSE;
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observing; assessing; using interventions of various sorts; and exploration of people’s inner
processes.
Processes for Helping SSEs Develop CPE Supervisory Practices
Not surprisingly, supervisors taught SSEs the learning tools named above experientially.
A core part of the process was the relationship between the SSE and the supervisor. A key
element in establishing relationship with an SSE had to do with caring about the student:
“I’ll often say to my students, ‘Now if a patient doesn’t feel cared about, it doesn’t make
any difference what you say to them. You walk out of the room and if they don’t feel
cared about, you have not succeeded.’ Now the same thing I would say to a supervisorin-training, ‘If your students in your CPE group do not feel like you are for them, or do
not feel cared about by you, you are not going to teach them diddly. Okay? And they,
they’re not going to develop nearly as optimally in their ministry as you hope they will.
They may gain some training just by reflecting on their own experience—of course that’s
good. But here’s an opportunity for them to grow by leaps and bounds based on how you
engage them.’ So I just, I just think it’s a foundational and very essential component of
supervisory training” (A-1).
Based on his description of the importance of caring for patients and for students, I draw the
conclusion that A-1 is saying he expresses care for his SSE as he establishes a working
supervisory alliance with her. Several supervisors voiced a commitment to caring for their SSEs.
This social process resulted in part from having selected students who were able to engage in
vulnerable dialogue about their work in ministry and in supervision. The supervisory stance for
both caring and offering feedback was one of honest conversation in engaging the student.
“So, you know, honest conversation, deep intimate reflection, those are kind of the
components of supervisory training that I think, I see as essential” (A-1).
“I was very interactive, I was very up front. But I think at the same—I mean, I was very
honest with people. I think that people always knew that what I said to them, and
normally I said it in a way that they could handle and understand, that they did trust me
because they knew I would not lie to them. I wouldn’t tell them something I didn’t
believe and um, I think they really trusted that” (H-8).
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Relationship in CPE supervisory education has evolved to include caring as well as
feedback. One of the supervisors spoke about how very different CPE supervision is in many
respects today than it was in the past, when some supervisors were harshly confrontive as a
supervisory style:
“I think happily that the nature of supervision has changed, has evolved over time, and in
ways that have been positive and beneficial to all parties concerned. And that the old
reliance on angry confrontation is what was sometimes referred to as anesthesia, I’m
sorry, ‘surgery without the benefit of anesthesia’ in terms of having one’s innards sort of
taken out and looked at. That, I think, over time has diminished and, and happily so” (B2).
Supervisors interviewed for this project who addressed the topic of anxiety uniformly
agreed that helping students manage their anxiety resulted in the students’ ability to do better
learning. They voiced setting the stage in a caring way for their students as a way of developing
a supervisory alliance. This meant that having a well planned and articulated curriculum emerged
as a way of expressing care for SSEs:
“I guess I just believe in curriculum a lot. And I just think that people learn better when
there is some structure. Not structure that doesn’t take into account their uniquenesses or
their own developmental process or their own needs; but a structure that can, can provide
some guidance and can reduce some of the anxiety and can contain—I believe a lot in
educational containers. Um, um from an object relations perspective, I really, I believe in
holding environments and containers. And, and I think that’s what a curriculum is” (C-3).
Several supervisors agreed that having a clear contract stimulated motivation on the part
of the SSE by acknowledging the time-limited nature of the education program. The contract
also provided the SSE the security of clarifying the boundaries of the covenant with the CPE
center. The contract formalized the holding environment of the supervisory relationship and the
CPE program.
Teaching the SSE a variety of supervisory practices was most often done in the context of
a well developed supervisory curriculum. The content of the curriculum in different programs

134
did not vary widely, although the degree of structure certainly did. Students began the process of
Supervisory CPE by doing reflection on their ministry and beginning to write more theoretically
about the theology expressed in their verbatim reports, which are case studies of ministry events
generally presented in a group of peers and CPE supervisors. As SSEs began to make their way
through the certification process, first seeing a committee for Readiness for Supervisory
Education consultation, then meeting a committee for Supervisory Candidacy, then for Associate
CPE Supervisor, the programs’ curricula evolved to include different levels of theory and
supervisory practice. Most of the supervisors of SSEs referenced observing the SSEs’
supervisory practice on videotape. In watching the videotapes with the SSEs, they were able to
help the SSEs see what elements of their supervisory practice worked, and what needed work.
One supervisor practiced live observation. She would accompany her SSE as the SSE
accompanied his CPE student making a visit to see a patient:
“And the other interesting thing was when they were in training as supervisors, I would
get them to get one of their students and the three of us would go on it, on a visit to a
patient” (H-8).
Of course, this live supervision sometimes resulted in learning unintended by the supervisor:
“One time I was with a student and supervisor-in-training and we’re going up to see this
patient and the supervisor-in-training says to the student, ‘Well now, you realize who the
most important person is here?’ And the student said ‘Yes, her.’ Meaning me!” (H-8).
Observing students in this way proved to raise anxiety, and this supervisor tried to help
alleviate the anxiety by offering affirmation to the SSE. She noted that, if the SSE did not affirm
the CPE student making the visit, she would do so because of recognizing what a scary thing this
sort of live supervision could be.
Empowering the SSEs to develop their theories and supervisory identities was done in the
context of a strong relationship, but several supervisors went to pains to explain that they did not
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seek to create clones of themselves. This property will be explored more fully in the primary
dimension Blessing SSEs to Develop Independently, but the concept certainly applies to this
section as well. Supervisors wanted the SSEs to develop their theories from their own theology,
experience, reading, and practice of supervision. Two of the supervisors interviewed encouraged
their SSEs to begin writing their theory papers based first on their experience; one supervisor
described his approach in this way:
“…We also had, I did anyway, the assumption, that the students already had some
theology, and I’m thinking about their theory papers. We believed, I believed, that they
already had a theology in their head, a psychology in their head, and an educational
theory in their head that they operated out of…And so what we would do then was to get
them to write. We started with a theology paper, and we would just simply and get them
to sit down, without any text or quotes, or anything else, get them to sit down and write,
however long it took them...Now once that—those papers were done, that is the point
where (CPE Supervisor) and my knowledge base, wisdom, however you want to put it,
begin to plug in because what they may be writing may fit, for example, let’s just pick the
psychology paper, it may fall within a cognitive dissonance psychology. At that point we
would begin to encourage them to get them into Salvatore Maddi and you know, kind of,
and read through some of that” (G-7).
One of the supervisors interviewed described theory as a safety net; she wanted her SSE to have
trustworthy recourse to sound theory at the point when personal issues caused him to lose his
grounding:
C-3: “Theory is not [the] be all and end all, but it is a safety net and it is a way of looking
at things.”
Judy: “How is it a safety net?”
C-3: “Well it’s a safety net in that when I get into one of those places where my own
unresolved stuff is coming out in the supervisory relationship, and I’m in that sort of
place where I have hunch that I’m a little unsteady, I go to theory, because theory is my
safety net. And if a student doesn’t have theory when they get into that transferential
space, or that sort of ‘right after a blind side’ space, and they’re trying to find their
footing and they don’t have theory, then how are they going to find their footing?”
Another supervisor defined theory in this way:
“A theory is a, let me see, select a word, a collection or set of intertwining principles that
give a person direction in a situation of enormous complexity. That’s how I define it” (E5).
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Supervisors who taught their own theories to students were very clear they were teaching
for the purpose of modeling how they worked with their theories, not to suggest that the SSE
would adopt their theories. They wanted the SSEs to develop their own supervisory identities
and theories.
The question of supervisory identity proved to be an interesting one in the context of this
study. Although 18 codes about supervisory characteristics emerged, supervisory identity did not
emerge as a distinct category because the particular phrase was not used by the supervisors I
interviewed. This interested me considerably. Upon reflection on both the data and the interview
process, I believe this is because the interview question—“Please talk about your experience
educating SSEs”—invited reflection on action rather than on identity—on doing rather than on
being. I choose to ask a follow-up question about supervisory identity two months after the
interviews. The follow-up question about supervisory identity was: “What is essential to you
about CPE supervisory identity—both your own and what you want your students in supervisory
education to have?” I asked this question by e-mail and invited e-mail responses. Nine of the
supervisors interviewed responded. Two supervisors offered these perspectives:
“My immediate associative response is; curiosity / excitement / pleasure in learning that
is both inviting and contagious for students!” as well as “a capacity to self-observe / selfreflect and to attend to content, process and affect!!” (B-2).
“…the supervisory resident needs a desire for teaching and mentoring as she/he is
companioning students exploring their own call and pastoral formation. A blend of grace,
compassion, and ability to lift up growing areas that become(s) an integrative aspect of
the being and doing pastoral education. The desired outcome is not for the supervisory
resident to become a clone of her/his supervisor, but to develop an identity and
competence that is congruent with who she/he wants and feels called to be” (J-10).
Of the responses I received, one was a full page of careful reflection which I have summarized as
follows:
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“Identity, I believe, is something that can only be forged in and through relationships…
Knowledge of one’s own personal history and basic personality structure is a must…In
that I believe relational theological education is centered in “trafficking” between
humanity and God (and such relevant symbols in a given faith tradition), I really need to
know about both in order to “integrate and traffic.”…Be inviting and open to the new… I
also believe that one needs to seek peer review and consultation. …A willingness to risk
and engage in relationships also needs to be part of one’s supervisory identity…
Hopefully, these matters, over time, coupled with working with students and one’s peers
will assist one in becoming increasingly less anxious and centered in the
teaching/learning process. If there is an “end” to this process, it might be cited as being
able to articulate in a non-anxious manner why one is doing what one is doing when one
is doing it—keeping in mind also knowing and accepting one’s limits” (G-7).
These quotes reflect an understanding of a supervisory identity different than a pastoral
identity. Three of the responses referenced pastoral identity in defining supervisory identity, and
three wrote that supervisory identity has mostly to do with pastoral identity. I believe these last
three responses point to an important question: What is the difference between pastoral identity
and pastoral supervisory identity? The difference in supervising pastoral care practitioners and
SSEs had emerged as a question in six of the original interviews. The question was: “How is
your supervision different with Level I and Level II students (pastoral formation and pastoral
skill development) than with CPE Supervisory students?” Supervisors agreed that supervisory
education is harder because of the conceptual work needed to develop and articulate theories and
because of the continuing personal and professional integrative work:
F-6: “It seems to me that the conversations you have with Level 1 and Level 2 students, I
would never require from a second year resident the kind of self knowledge that I know is
essential for a person who’s is going to be supervisor.”
Judy: “I see. Okay, that is key.”
F-6: “And in order to supervise students, you have to have a much different quality of
self knowledge than you need to have to supervise a resident at Level 1 or Level 2.”
This quote points to a difference identified by several of the supervisors. Although it
seemed difficult to articulate why the level of self-knowledge needed to be different to do
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supervisory CPE—either as a supervisor or as an SSE—there was a shared understanding that it
needed to be.
In contrast to the murky question of supervisory identity in relation to pastoral identity,
the distinction between the role of therapist and supervisor was named repeatedly. All
supervisors indicated that their SSEs needed to be in therapy; one even had therapy listed as a
written program requirement. Within supervisory education, supervisors clarified their roles:
“…And we would not get caught up into the person side, other than perhaps, just a brief
excursion, but pretty much say that ‘You raise a good point and uh, a therapeutic
relationship might help you explore that’” (G-7).
“Where John Doe is coming to supervision, and all he talks about is some personal
history, or some personal problem that’s occurred, and he’s not able to talk about pastoral
education. To me that’s a signal that, whoa, after about three, two or three sessions, if
they’re still doing that, we’re into therapy. And we’re talking more about themselves, and
not about theory and practice of supervision. So to protect, to be clear about my identity,
I’m not a therapist trying to help you heal from your personal experiences. I’m a pastoral
educator, trying to help you become a more effective pastoral supervisor” (J-10).
Historically, CPE was considered by many to have significant therapeutic aspects. Currently,
even as supervisors distinguish between therapy and education, they raised awareness of the
therapeutic needs students encounter and the necessity of SSEs learning to work with personality
challenges in their students. The following quote helps explain why the relationship between
therapy and supervision came to be such a charged topic:
“I think the seminaries, how can I say this nicely, used CPE—and they saw it as a
positive use of CPE—to help them sort out students who were appropriate for ministry
and students who weren’t. And I think that we trained supervisors, I was trained, to do
that. And I think that’s become less and less an expectation of the seminaries and with
that I think the seminaries are also seeing CPE more as an educational adventure…
Having said that, it’s also true that we have to train our supervisors to deal with the fear
and the personality problems that emerge when people begin exercising a new, a new—
what?—when they begin exercising themselves as pastoral care givers, particularly—you
know I worked in a hospital, so you’re dealing with a lot of crises and it may be the first
time these people face crisis. Therefore, we have to train our supervisors to deal with
students who are facing crisis for the first time, which raises a lot of their own issues” (D4).
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Helping SSEs work with challenging personalities seemed to begin with having them look at
their own issues and understand how their use of self could help them connect well with their
students. This self awareness was addressed by having SSEs do personal therapy and by having
them look at how their unresolved issues affected their work with their own students. As one
supervisor interviewed put it, supervisory identity has to do with “integration, integration,
integration” (A-1). The supervisor quoted above, D-4, indicated that the term supervisor has
been influenced by associations of the therapeutic; in making a clear distinction that she is not a
therapist, she preferred the term “educator”:
D-4: “…it’s been very rewarding for me to watch students grow into teachers because
that’s how I define myself certainly. So I guess that’s what I’ve encouraged”
Judy: “And how have you encouraged that?
D-4: “I guess by, well, certainly by just repetition. (Laughs) ‘I am educator; you are
growing into an educator,’ and by reading, perhaps encourage reading more in the
educational literature than in the therapeutic literature.”
Not surprisingly, this is her response to the follow-up question of supervisory identity:
“I think it is important for both supervisor and supervisee to have a strong spiritual
grounding--a faith stance—out of which to operate—this informs the relationships, the
ethics, the emphases of the program...Also essential, I think, is solid identity as pastoral
caregiver and as educator. I personally think some kind of identity as adult educator is
essential” (D-4).
The question about supervisory identity evoked responses indicting that at least this
group of CPE supervisors do not have consensus about what constitutes the norm for emerging
identity as a CPE Supervisor. However, there was consensus that a CPE supervisor is not a
therapist, and that today, a CPE supervisor is pastoral—which is to say has a caring demeanor—
rather than harshly confrontive.
Consequences for Helping SSEs Develop CPE Supervisory Practices
Without question, CPE supervisors preside over a kind of learning that requires
vulnerability and risk and can result in transformation of the student and further growth for the
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Figure 4.3. Primary Dimension: Guiding SSEs toward Integration

141
supervisor. When SSEs learn the skills and develop—from within and from external modeling—
the identity of a CPE supervisor, the major consequence is that, most probably, another
supervisor will be certified resulting in the likelihood that CPE will be available for another
generation.
Primary Dimension: Guiding SSEs toward Integration
In one of the interviews, the supervisor referenced the ACPE Standards noting that there
are only three Objectives of Supervisory CPE. This one is about integration:
313.3 “To facilitate students’ integration of the theory and practice of CPE supervision
in their identity as a person, pastor and educator” (2005 ACPE Standards, p. 13).
The other two objectives have to do with teaching the students theories and methods of CPE
supervision, and providing students with students to supervise while receiving supervision.
Guiding SSEs toward integration captured these supervisors’ passion in a way the other two
objectives did not do. Nine of the eleven supervisors interviewed spoke about integration, some
at length. Several times, I asked supervisors their definitions of integration as the subject
emerged in the course of the interview.
The properties of integration included an Understanding of one’s own personal dynamics
and how they affect behavior; the Ability to “traffic” between theory and practice; Combining
insight with behavior change; Understanding that integration is an on-going process; and
Comfort in relationship from the fullness of one’s being (see Figure 4.3). Each supervisor who
addressed the topic agreed the process of integration lies at the heart of becoming a CPE
supervisor:
“There’s so much going on for somebody in supervisory training because they’re
continually being asked to, um, to look at the dynamics, personal dynamics of their
students and um, the dynamics of the patients their students are supervising, and at the
same time looking at their own personal dynamics, and how that’s either um, either kind
of assisting the learning process of their students or getting in the way. So they’re
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continually about, um, looking at their own personal integration, family system, personal
dynamics. And they’re looking at their students and how that’s working. And they’re also
looking at how they’re working with their supervisor and all the authority issues that
come up around that. They’re feeling vulnerable about their growing edges, and at the
same time they’re learning theory and working with theory, and having to present their
um, kind of fledging theory. So there’s a lot, there’s just a lot of vulnerability that’s
happening. And obviously, with the students [there’s] also this wonderful sense of being
able to get it and to learn and to grow, but I just think it’s just so intense, the continual
self-reflection and feedback” (K-11).
Guiding SSEs in their work toward integration included having them present their work
at every available opportunity, or as one supervisor colorfully put it:
“But in supervisory learning, I think you’re just making a mistake if you don’t present
and talk about your supervision with a group of peers and a supervisor every stinking
opportunity you’ve got!” (E-5).
Another supervisor guided his students toward integration by using a process called
parallel reenactment. He would intentionally take on the role of the person with whom the SSE
had unresolved issues—usually a parent—and help the SSE work through the emotional stuck
place in that primary relationship:
“And so what happened was, he would go into committees, thinking, ‘Why, I could just
charm them and make them like me and I’ll pass the committee.’ Well, lo and behold, it
didn’t work that way. He got turned down several, couple times…And part of it was, he
wasn’t dealing with the gender issue from a male perspective. And he wasn’t dealing
with his family history appropriately. So, I became a supervisor and I deliberately played
the role of his father” (J-10).
J-10 said that he began being disapproving of everything this SSE did in order to give him the
opportunity to deal with his anger toward a male authority figure and hopefully through
transference, address his impasse. This process resulted in a lot of anger on the part of the SSE
which he was able to effectively express to J-10. When I asked what happened after the SSE’s
expression of anger, J-10 said that the student was able to focus on the work of supervision in
their time together. He did the emotional work he needed to do with J-10 and ultimately achieved
certification.
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Conditions, Processes, and Consequences of Guiding SSEs toward Integration
The conditions for guiding SSEs toward integration included being integrated oneself;
helping SSEs manage anxiety so they could be vulnerable about themselves and about their
work; providing multiple opportunities for the SSEs to present their work; and repeatedly
inviting the SSEs to explain the relationship between their theory and their supervisory practice
in specific instances of supervision (see Figure 4.3).
Processes for guiding SSEs toward integration included creating a holding environment
that allowed the SSE to be vulnerable. The example of J-10 suggested, and J-10 affirmed, that he
had a very trusting relationship with the student before he began the process of parallel
reenactment. He had created a holding environment within the supervisory relationship that
allowed the SSE the freedom to work through a painful emotional dynamic. Other processes for
guiding SSEs toward integration included offering feedback that balanced affirmation and
challenge; inviting the SSE to reflect on practice early and often, and helping the SSE understand
that new insight needed to result in behavior change. One supervisor said that she had an SSE
who had tremendous insight, but who struggled with changing behavior as a result of insight.
This supervisor’s guidance with her SSE included clear and persistent feedback that, without
behavior change, insight is not useful in supervisory development.
A process for guiding SSEs toward integration was to have them present their work and
to ask them to make the connection between theory and practice. Every supervisor talked about
this process:
“…one of the things I kept pressing to the point that I think the resident, the supervisory
resident became annoyed with it, but I was constantly asking them, what in their theory
guided what they did. ‘What in your theory guided what you did?’” (G-7).
“So at least once a month—actually twice at least a month, everyone comes twice a
month just the people in the area that are trained supervisors, get their groups together
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with supervisory groups. You know, we have time for everyone to present. So yes, right,
to me, for me that is absolutely essential. I know that it’s not a Standard, you know, you
actually don’t actually have to do as far as Standards go. But um, to me it’s absolutely
essential. I don’t know how people get good at talking about their supervision and
therefore, integrating all that stuff put together without that challenging atmosphere in
which they lay out what they’re doing with this person and how they feel about it” (E-5).
“…the thing that I feel really strongly about, and one of the things that I think makes
what we do here work, is the expectations and the opportunity for supervisory residents
to present their work, present their work, present their work, present their work” (C-3).
I wondered how prevalent the expression “present their work” was because I heard it many times
as a central aspect of helping the student. Out of curiosity, I did a quick search for the phrase
because this was one phrase every supervisor interviewed used repeatedly. Of the 11 interviews,
the words “present their work” were uttered over 300 times.
As noted in the quote from E-5 about supervisors gathering, an important part of having
students present their work is providing forums for them to do that. Several of the supervisors
interviewed spoke of the importance of meeting with others in the community of supervisors to
work together with students. One supervisor noted that at times in his experience, supervisors did
not welcome colleagues giving challenging feedback to their SSEs. Other supervisors relied on
supervisory colleagues in their own centers. Others made use of supervisors in the area or of
members of the CPE Advisory Committee at their CPE center to listen to the work of the SSE
and to provide feedback.
One consequence of having SSEs present their work was that they grew to be confident
presenting their work in groups and in fielding questions from the group. This consequence
served the SSEs very well when they met the Certification Commission. Supervisors interviewed
felt that without achieving significant integration, SSEs would not be certified as CPE
Supervisors.
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Primary Dimension: Blessing SSEs to Develop Independently
The first part of independent development on the part of the SSE is dependence, and
Dependence was the first property of this primary dimension. The second property was
Demonstration of progress, and the third property was Independent functioning. Each of these
properties has conditions, processes, and consequences which will be described in an
interconnected manner (see Figure 4.4).
Conditions, Processes, and Consequences of Blessing SSEs to Develop Independently
By expressing dependence, the SSE was demonstrating awareness that supervision is a
new kind of practice, and a practice he does not yet understand or know how to do from the
perspective of being the supervisor (see Figure 4.4). The SSE knows a lot about supervision as a
recipient and will have formed opinions about supervision prior to entering supervisory
education, but a mark of an SSE with potential was the awareness that he was entering new
territory. This awareness was one condition of this property:
“Well yeah, we think that would always happen probably in a beginning relationship–
they would become overwhelmed where they really need to depend on somebody else for
awhile, you know…And that that’s a normal part of the beginning stages. If they don’t
have that much capacity, they’re never going to be able to supervise. And it is actually an
inner sense of confidence that allows people to be open like that and vulnerable” (F-6).
The supervisor also needed to hold the awareness that this was a new role for the SSE
and welcome and expect the SSE to be dependent early in the supervisory education process.
Trust was another condition of dependence; the SSE must trust the supervisor in order to express
the need for help. This implies the presence of a good supervisory relationship in formation.
Finally, for the SSE to be dependent, she had to be vulnerable. She had to be able to
acknowledge that she didn’t know what she was doing and that she needed guidance from her
supervisor.
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Figure 4.4. Primary Dimension: Blessing the SSE to Develop Independently
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The next property in this primary dimension Blessing Independent Development is the
Demonstration of progress. This comes with the SSE’s willingness to do the work of both theory
development and reflective practice of supervision. Beginning independence is demonstrated as
supervisors invite SSEs to talk about and write about the theories they are developing. The
supervisor equips the SSE to find her own theory by listening to her and guiding her toward
resources that will help her articulate theory that is congruent with her faith, her understanding of
human nature, and her beliefs about how people learn:
“So, so I as said before I might present what my theological paper was. But we don’t
teach their theories to them. They—and we believe, that out of their own life story, they
give time to reflect on the theories that help them make sense of their lives. And we really
honestly don’t want a supervisory resident who can’t develop their own theory” (F-6).
In this quote, F-6 is saying that the ability to function independently is an essential aspect of
supervisory development.
Progress in supervision was demonstrated as the SSE and supervisor work together in the
group supervision of students and as they viewed the SSE’s videotapes of individual supervision.
Rather than tell the SSE what she should be doing, the supervisor tended to ask the SSE to
describe what she saw, where she got stuck, what her theory told her about a situation such as the
one on the videotape, and what she might try differently the next time. In cases where the SSE
did not see what the supervisor saw, the supervisor moved to more direct feedback. Encouraging
the SSE to self-supervise was a way of nurturing independence.
The nature of the relationship between supervisor and SSE leads me to use the verb
“Blessing” as a path toward independence for the SSE. Several supervisors spoke of the dynamic
of idealizing the supervisor, of having the student seek to be like oneself as a supervisor. With
modeling as a key teaching tool in CPE, this is not surprising. It is an act of courage to begin to
develop independently. The supervisor can help the SSE find the courage to be different from the
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supervisor by blessing the SSE’s development and by acknowledging that the SSE’s unique way
of doing supervision is welcome. One supervisor voiced this perspective:
“I really wanted the person to find who they were, and what, you know, how they were
going to use their potentials and their limitations to do supervision. I did not believe that I
ought to be the model” (I-9).
The condition for this type of relationship is mutual respect and trust of one another. It also
acknowledges that the supervisor has a very close relationship with the SSE and therefore holds
considerable spiritual and psychological power within that relationship. One supervisor
interviewed spoke of a very difficult situation with his first supervisory student who later had a
psychotic break. This situation was very painful for the supervisor interviewed, and caused him
to reflect on the power of the relationship between supervisor and SSE. I asked him to describe
what he had learned about supervisory education from that experience:
“I think I became more sensitive to, if you will, the undertow, of the kind of regressive
undertow that I think can get going within the experience, over time, of supervision, and
of the complexity, the greater complexity of the reactions and counter reactions that
inevitably are generated between a pastoral educator and a student I think at any level,
but especially, where there is the commitment on the part of both to the student’s
becoming someone like oneself” (B-2).
As I understood him, this supervisor was affirming that, in supervisory education, the goal is for
the SSE to become a supervisor—to eventually hold the role of the one who is supervising him.
With a student who is deeply troubled, this level of connection can be fraught with difficulty.
This story emphasizes the importance of selecting SSEs. Even with a mature SSE, it is
incumbent on the supervisor to understand the dynamics generated in the supervisory
relationship. Having an understanding of the power of the role and using this power for blessing
is an important aspect in the eventual healthy independent functioning of the SSE. It is also a
sign of the wisdom of the supervisor.
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One supervisor voiced a need to protect the students from an SSE when the SSE was not
skilled enough to lead the group through a thorny place. Several supervisors implied that group
supervision is more difficult than individual supervision; group supervision required more time
to develop well. At this point, the supervisor has a complex, sensitive task: providing enough
guidance for the SSE to grow, affirming the progress of the SSE and, at the same time not giving
the SSE too much freedom too soon. One supervisor did this by engaging in group supervision
with the SSE for considerably longer than required by the ACPE Standards. She acknowledged
that at her center, an SSE would not be allowed to supervise a group alone until the supervisors
at her center had signed off on all three of the SSE’s theory papers. This didn’t mean the papers
had to be passed by the Certification Commission readers, but rather that the supervisors serving
as faculty at that center were satisfied that the SSE was ready for solo supervision of a group.
The SSE’s group supervision would still be videotaped and the SSE would receive supervision
on her practice but, at this advanced stage in her progress, she would be able to supervise the
group without a CPE supervisor participating in the group supervision.
Blessing the SSE to develop independently ultimately leads to helping the SSE recognize
supervisory development is an on-going process. At the beginning, the process includes
providing considerable support for the SSE and inviting dependence in a way that normalizes the
natural developmental flow. In the middle, the process is the careful balance of giving the SSE
enough freedom to gain experience and confidence in supervision, yet enough support to
continue teaching the SSE and protecting the CPE students under the SSE’s supervision. At the
end, the process is to bless the SSE to be the supervisor he has developed into—not a supervisor
without growing edges, but a supervisor who understands professional and personal development
as a lifelong process. Consequences of blessing the SSE include a confident SSE who knows his
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supervisor supports him; this could well lead to an on-going appreciation for consultation.
Consequences of either giving the SSE too much or too little freedom may result in an insecure
or overly secure supervisor, one who is not grounded in careful development.
Core Dimension: Evolving Supervisory Wisdom
Although the subtitle of this dissertation is “A Grounded Theory Study of Supervisory
Wisdom,” the presence of wisdom might not have emerged. In my experience of listening deeply
to them during the course of the interviews, the supervisors evidenced considerable wisdom. The
work of pastoral supervision happens at such depth between people and the Holy that if
mindfully done, it seemed to evoke wisdom. The wisdom was of a reciprocal nature: it was
evoked both within the SSE and also on the part of the supervisor doing the work of continuing
education. First, a definition of wisdom as expressed by one of the supervisors interviewed:
Judy: “Would you say a little bit about their deeper wisdom? That’s a phrase you’ve
used a couple of times.”
A1: “Yeah. That really is about sort of a theological perspective on soulful
and/or groundedness in what provides meaning and purposefulness in life. And so for me,
you know, this is a profession of ministry and to be a supervisor means that you have be a
practitioner of ministry that is highly evolved and that means you are able to speak out of
that grounded place where you can identify what it is that provides meaning in life and
passion and vitality and reward. And, cumulatively, thinking about that stuff is our
wisdom—what is it that shapes people’s ability to draw meaning from life experience.
The contributing properties for evolving wisdom as evidenced in later stages of the axial
coding process included Integration, Consulting, Use of self, and Ethical considerations,
especially the use of power. This core dimension touches and is touched by each of the primary
dimensions (see Figure 4.5).
Primary Dimensions Related to Core Dimension of Evolving Wisdom
Although the process of reciprocal wisdom reflects wisdom gained by the SSE and
wisdom developed by the supervisors, the wisdom of the supervisor is the focus of this study.
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Wisdom was gained by the supervisors interviewed as they reflected on Selecting students
through the years. Wisdom evolved from making bad decisions as well as good decisions and
reflecting on the processes and consequences of each type of decision. Selection of students
benefits from the supervisor who is working from a place of wisdom, as evidenced by the
supervisors who learned the importance of experiencing students as pastoral care providers prior
to accepting them as SSEs.
Wisdom was also gained by helping SSEs develop supervisory practices. Helping SSEs
develop CPE supervisory practices required engaging in deep relationships with SSEs about their
practice of supervision. This provided a powerful opportunity for the supervisor to learn more
deeply about himself, about the SSE, and about the work of supervision. The very nature of
pastoral supervision takes the conversation to a level of spiritual depth. In describing his work
with an SSE at the beginning of a unit of CPE, one supervisor gave an example of a beginning
assignment that reflects such depth:
“For one thing, the first thing I would say is, like I do, try to get people within the first
week of supervisory, of a CPE program that they are observing or that they are starting
to supervise in, you know, to describe in a sentence or a paragraph, what I call capturing
that person’s soul in a few sentences. In other words, where are they in life really,
describing their situation in life, what they’re really in and moving towards with some
energy right now, what they’re struggling with right now in just a few sentences.
Because, you’re right, I do believe that is core. We’re working with the student’s souls
and the supervisor student’s soul, as well. So I try to get the supervisory student to look at
the CPE student that way” (E-5).
This quote reflects not only the wisdom the supervisor is offering in his work with the SSE, but
suggests the wisdom he could gain as he listens to his SSE talk about her soul and about the
souls of the students she’s supervising. His own soul will be part of the relationship and so will
be touched and changed as well. This is both the gift and the danger of engaging with the Holy at
such a deep level.
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Some supervisors interviewed had grown in wisdom by being educated in ways that they
believed held potential to harm their students:
D-4: “…That’s the way I was trained. ‘Go and do a group.’”
Judy: “Just go and do it?”
D-4: “’Go and do it.’ And I just don’t believe in that. That was hard and I made some
mistakes and you don’t forget those mistakes that you make, because you’re dealing with
people; you’re not dealing with something that, you know, that you can correct. If you
really mess up, you’ve hurt somebody in some way.”
Reflecting on their experience led several of the supervisors to talk about how they did
supervisory education very differently from the way they had been educated. Supervisory
wisdom made a difference in the primary dimension Helping SSEs develop supervisory practice
by deepening the quality of help offered. Reciprocally, the supervisors continued to grow in
wisdom by reflecting on their own practice. When the supervisor works with an SSE, or with any
CPE student for that matter, the supervisor’s own unresolved dynamics may be triggered. A
supervisor invested in reflecting on her practice will have the opportunity to do deeper work.
Those who continue in this process, the basic action/reflection process of CPE, by reflecting on
their work and presenting it to a colleague or in a community of supervisory peers, are
participating in continual learning which, in the cases of the supervisors interviewed, resulted in
evolving wisdom.
These same processes occurred with Guiding SSEs toward integration and with Blessing
the SSE to develop independently. The supervisors used their wisdom both in guiding and in
blessing, and grew in wisdom by reflecting on their actions both internally and with a colleague
or supervisory community. The process was reciprocal and on-going. A very fine example of
both sides of this process came from two of the supervisors interviewed. First, the supervisor
guided the SSE in processes of integration:
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“…I was talking the impasse of a student, be able when you hit one of these things, it’s
like ‘now what’s your theory tell you about that?’ You know, how do you understand
what sets up an impasse, and what do you do about it, theoretically? And then let that
information guide your deportment. Where you’d like to kick the [expletive] out of the
student, you know, but you don’t do that, because what you realize is that you’ve
obviously, whether you’ve done the impasse or the student, you [have] gotten this student
so fearful and scared, they can’t function. Can you ease that anxiety? Don’t exacerbate it,
how can you lower it so that you get this student off the dime or how off the impasse, or
off the blockage” (G-7).
This supervisor was guiding the SSE to work through the several issues implied in integration:
theory, practice, personally being hooked, using the power of the authority position responsibly
so that regardless of who created the impasse, the SSE learns to guide the process through
addressing the impasse. The next example is of a supervisor answering my question about how
she worked with a student in an integrated way:
“So I was viewing the tape and the SIT used some language with the student that caused
me to be uncomfortable. I—it was language that I thought was not professional…And so
I guess the integration piece is my first reaction, I reacted. I had an internal negative
reaction to the SIT’s word choice and use of language with this particular student. Um,
I—and so I raised that with the SIT. The integration piece, I think, was before I raised [it]
with the SIT, what I went through in my mind was um, was several things. Is this an age
difference? Is this a cultural thing? …But, but the integration piece is—work with my
reaction. I went through a couple of theory pieces, um, how, what will it be like for this
SIT for me to confront him about this at this point in his development? I was watching
the tape so I could see whether the student reacted or not. Um, so I think it’s the
theoretical piece and the personal piece together. The personal piece was, I had a negative
reaction. The theoretical piece was, run it through to see if, to see if a confrontation of
this SIT, given what he’s working on right now, both personally and with the student, is
gonna be helpful or harmful and, um, weigh those things to see if I should proceed and
how to proceed with an intervention” (C-3).
Although this is a long quote, I think it was an exquisite example of a supervisor reflecting on
her own practice and describing her experience of what she considered to be integrated work.
She described the process she went through before she spoke with her SIT (Student in
Supervisory Training, a different name for an SSE). She acknowledged her reaction, she worked
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with her reaction internally, and she carefully chose how to respond. This was the external
expression of integration and work at a level of sophistication that reveals evolving wisdom.
Conditions for Evolving Supervisory Wisdom
Conditions for evolving supervisory wisdom included the supervisor having done the
integrative work to develop supervisory wisdom in the first place; the supervisor is continuing to
do this integrative work of reflecting on one’s experiences in supervision and learning from those
experiences; and the supervisor has a trusted consultant or supervisory community to support this
work (see Figure 4.5). Conditions for failing to evolve supervisory wisdom include: the
supervisor doing enough integrative work to get certified, then stopping the process; and the
supervisor not taking an active role in a community of supervisors who consult with one another
about the work of supervision. One supervisor told about the process he used to become
integrated; this is a condition because it was something he did to achieve the condition of being
integrated:
“I sat down, and I wrote for myself, uh, I think it was about a hundred and fifty pages of,
uh, of that whole supervisory enterprise uh, about some of the assumptions we carry in,
some of the theories that makes it work, etcetera. Just trying get that conceptually and
emotionally integrated into myself. Um, and so I was, still am, pretty comfortable in my
gut, knowing that what I’m doing and how I’m doing it, uh, can be well, uh
demonstrated, theoretically, I can talk to you about it, tell you why I’m doing what I’m
doing” (G-7).
This supervisor worked beyond what was required of him in his supervisory education program.
This is typical of the supervisors in this study; they continued their development in some form or
fashion.
Processes for Evolving Supervisory Wisdom
Processes for evolving supervisory wisdom included: Continuing to grow as a pastoral
theologian based on ministry and supervisory experience; continuing to develop theory in
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Figure 4.5. Core Dimension: Evolving Supervisory Wisdom
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relation to a growing body of literature and experience; continuing to integrate personal issues as
they keep emerging; and receiving and using consultation on supervisor practice. It is not
unheard of for supervisors to stop doing the work of CPE once they are certified; those who
participated in this study continued to work on their skills and their personal issues. One
supervisor sent me his curriculum which contained this piece of wisdom about what happens
after certification (see Figure 4.5):
“Clinical Pastoral Education Supervisors will continue to cope with their own
developmental lags and resistance, frequently raising the question: ‘Who am I as a
supervisor to this student?’ And then they die” (G-7).
They did this by presenting work in the context of a CPE supervisory community or by
making use of one or more colleagues. One of the supervisors referenced Donald Schön’s book
The Reflective Practitioner in describing her work of continual learning. I asked her to describe
what being a reflective practitioner meant for her:
F-6: “So to be reflective as a builder out in the bog, I want to say, the swamp. To put it
together well out there in the midst of things where it really interacts with the real world,
to be reflective about that and to learn as you go, that is the heart of how I think of myself
as a reflective practitioner.”
Judy: “To learn as you go?”
F-6: “Right, in the midst of the building and interacting with the world, really. Of your
students, of their students, of the medical center patients.”
Several supervisors spoke of the importance of being in community for their own support and
also for help in their work with SSEs:
“And you can often be, I mean the learning, the learning issues they never go away, and
they somehow have a way of creeping back up when you least expect them…the point I
want to lift up in that example is just leaders need to know that they can’t function alone.
They can’t be isolated. They need a community to help them be effective supervisors” (J10).
H-8: “The support you need from it as a supervisor, I think is very key.”
Judy: “The support the supervisor needs?”
H-8: “Yep. I mean because it’s such an investment in a person.”
Judy: “Yeah.”
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H-8: “That you need to be able to go to your peers at work and say ‘this is what
happened today with student umpty ump.’ (Laughter) And I’m blown away by it, you
know? Or ‘I feel really wonderful about it and what do you think?’ Or, ‘give me some
clues here,’ you know? I just think it’s a very demanding job.”
“…in order to kind of escape that sense of not knowing, they can do all kinds of acting
out behaviors. I have a student who acts out with me a lot, and sometimes I don’t know
whether I was coming or going. And for me, the only way to get through that is to bring
that to other training supervisors and talk about what’s going on. What am I not seeing?
What do I need to do? Um, what are my issues in this? How am I hooked by this student?
Sometimes, a training supervisor, I might not even know I’m hooked and a training
supervisor might say after working with my student in a group, what’re you doing here?
How are you working with this student? What do you think is going on? Sometimes they
offer the consultation to me that I’m blind to myself” (K-11).
Clearly, being in community provides a holding environment for supervisors to continue their
own learning and development. The act of continuing to examine their practice in community in
relation to issues raised by their work with SSEs is the path to evolving wisdom. That is the most
important finding of this dissertation study.
Consequences of Evolving Supervisory Wisdom
One consequence of operating with evolving wisdom seemed to be active participation in
the wider life of the ACPE community. Supervisors in this study had served or do serve on the
National Certification Commission. They certainly would not characterize themselves as wise; in
fact, several supervisors in the study were quite surprised to have been named by their peers as
especially effective at doing CPE supervisory education. As one supervisor put it, she was
honored to be chosen for the study, but wanted to say they work as a team at her center. An
obvious consequence of evolving wisdom is that these supervisors do good work. Their
willingness to discuss both their practices in supervisory education and their reflections on their
experience may prove to be beneficial to the creation of a conceptual model of a theoretical
proposition of effective CPE supervisory education (see Figure 4.5).
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Conclusion
Spiritual depth is implied in the very name “pastoral supervision.” The supervisors
interviewed for this study gave voice to a process that is both highly practical—selecting
students effectively—and deeply spiritual. The results of this study provide practical guidance to
those seeking to do better supervision of SSEs, and also inspiration to those seeking continued
growth personally and professionally. In the following chapter, I will present a conceptual model
built from the four primary dimensions Selecting the SSE; Helping the SSE develop CPE
supervisory practices; Guiding the SSE toward integration, and Blessing the SSE to develop
independently as creating and as created by the Core Dimension Evolving Wisdom.
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Discussion, Limitations and Implications
The culmination of this study is the conceptual model of the theoretical proposition of
supervising CPE Students in Supervisory Education (SSEs). This chapter begins with a review of
the dissertation and leads to the proposition of a theoretical model resulting from the grounded
theory study of effectively supervising CPE Students in Supervisory Education.
Summary of the Study and Findings
This study began with the introduction of CPE and a description of the central place
supervision holds in the CPE model of education. The history of the movement included a
review of how supervisors were educated and certified in the early days of CPE. CPE was also
placed in the context of current trends such as the pervasive changes brought about by issues
such as diversity and power dynamics. The Association for Clinical Pastoral Education (ACPE)
currently has a Task Force committed to reviewing the process for supervisory education and
developing a plan that may be adopted by the whole organization. This means the existing
practices of doing supervisory education have been under scrutiny by those in ACPE leadership.
It is timely to consider what works well in CPE supervisory education; this study has led to a
deeper understanding of the social process of educating CPE supervisors.
The literature review demonstrated that very little had been written about educating CPE
Students in Supervisory Education (SSEs). Much of the writing about pastoral supervision in
CPE and pastoral counseling was done at the time when the authors were seeking certification as
supervisors in ACPE or diplomates in AAPC. Very few articles were found that demonstrated
either post-certification theory development or research in the area of supervising SSEs. The
other body of literature reviewed was from Counseling Psychology; this literature demonstrated
that supervision could be beneficially researched, and that multiple approaches to research are
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being utilized to studying the process of educating supervisors. Also, counseling psychologists
well into their professional careers provided exploration of and comparisons among theoretical
models. This literature served as a model for both research and theoretical development by a
cognate discipline with some professional similarities.
Grounded theory proved to be an effective method for this study. The interviews yielded
rich data for textual analysis. The participants in the study contributed to the creation of new
knowledge in the field of pastoral supervision. The method used to collect and analyze the data
allowed the supervisors’ experiences to be expressed at length and in depth. Reflection on their
experiences by the supervisors presented me as the primary researcher and the coding team with
considerable material for analysis. Also, the supervisors provided written texts for me to review.
I wrote memos on the written material and on the entire process of the study. The analysis was
conceptualized and described using language from dimensional analysis, an extension of
grounded theory taught by Leonard Schatzman (1991) and further explained by Kools et al.
(1996).
The results of the study were realized from the matrices that brought the data together in
new conceptual understandings. The four primary dimensions of effectively supervising SSEs
emerged as Selecting SSEs; Helping SSEs develop CPE supervisory practices; Guiding SSEs
toward integration; and Blessing SSEs to develop independently. The core dimension proved to
be Evolving Wisdom. The primary dimensions and the core dimension interacted with one
another in significant ways. The way SSEs are selected and, particularly the SSEs who are
selected, have a lot to say about how helping, guiding, and blessing might be done. If the SSE
begins as an integrated pastoral care provider with well developed skills and appropriate
motivation to enter Supervisory CPE, she will be able to receive help, accept guidance, and
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acknowledge the blessing of increasing independence in her development. The SSE who is
receiving help will be gathering the theory, practical experience, and self-awareness to be able to
enter into the work of integration. The SSE moving into integration will increasingly be
comfortable accepting the blessing to practice independently while continuing to seek
consultation. In the cases of the supervisors interviewed, underneath all these social processes is
the wisdom of the supervisor. The supervisor’s wisdom both creates the container for the SSE to
move through the education process, and uses the work he is doing with the SSE to motivate his
own continuing growth.
Chapter Five will describe and discuss Evolving Wisdom, a type of wisdom central to the
effective supervision of SSEs. I called the proposed theoretical model Evolving Wisdom: A
Reciprocal Process because the evolving wisdom grows from the practice of supervision
coupled with reflection on that practice. The reflection is not done solely by the supervisor; in
true CPE fashion, the supervisor presents his work to his peer group of supervisors. He identifies
his areas of needed growth and, as he grows and integrates what he has learned, he applied his
evolving wisdom to each of the four primary dimensions of Educating CPE Supervisors.
Chapter Five will include discussion of what constitutes wisdom in the context of supervisory
CPE, and will also define the limits of the study and the need for future research.
Beginnings of Wisdom in CPE Supervision
CPE supervisors are required to demonstrate integration of their theories of supervision
into their competent practice of individual and group supervision at a level of considerable
spiritual and interpersonal depth. This demonstration of competent supervision includes the use
of self at a level of deep relationship and integrated self-awareness. Once a supervisor is
certified, the path to evolving wisdom is to continue to reflect on her practice in meaningful
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ways, including making use of supervisory peers as companions on the journey. In the practice
of supervision, supervisors’ unresolved dynamics and/or need for further cognitive development
will be triggered by their students. Given the depth of relationship with the SSE and the layers of
the relationship with the SSE, the CPE student the SSE is supervising, and the patient being seen
by the CPE student, the opportunity for encountering unresolved dynamics at one or more of
these levels is reasonably strong. If the supervisor does the work of giving herself space to
reflect on her own emerging thoughts and feelings, as is necessary in the primary

Evolving Wisdom:
a proposed theoretical model
Selecting
Students
Helping
SSEs
SSEs
Develop
CPE
Practices

Blessing
Independence

Guiding SSEs
Toward
Integration
Figure 5.1. Proposed Theoretical Model: Evolving Wisdom in CPE Supervisory Education
dimensions of Selecting carefully and Blessing independent development and, if the supervisor
seeks direction, as in seeking Guidance and Helping from others in the act of consultation, the
supervisor grows in wisdom. Hence, Evolving Wisdom becomes an aspect of the supervisor’s
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practice. This process was lifted up by several of the supervisors who noted the need for a
supportive community and for on-going consultation about supervisory practice with specific
reference to the supervisor’s own growing edges. As demonstrated in Figure 5.1, the process of
drawing from Evolving Wisdom occurs with all four primary dimensions. Because the nature of
the process is reciprocal, the arrows indicate that wisdom enhances practice in each dimension,
even as that dimension is contributing to wisdom. The process of triggering the need for
cognitive development on the part of the supervisor will come as the SSE works with theoretical
constructs unfamiliar to the supervisor.
If the supervisor denies the need for spiritual, psychological, and cognitive growth, yet
still holds a position of authority over SSEs, the supervisor’s own wisdom atrophies. Supervisors
in the midst of working with SSEs have the on-going opportunity to elect to exercise their power
and authority with humility and from a place of evolving wisdom, or to exercise their power and
authority with diminished awareness of their own limits, thus getting in the way of the SSEs with
whom they are working. This is not to say that the SSE cannot be successful in the certification
process if his supervisor is not doing this work; just that the quality of supervision the SSE
receives from the supervisor will not be as good as it could be.
Generative Wisdom
The profession of supervision in general reflects concern for and commitment to helping
grow the next generation of professionals in a field. In every field I can imagine, educating
supervisors would—or at least should—include helping the emerging supervisors understand that
they need to invest in their own continuing development if they are to grow to be and remain
serving as competent supervisors. This was certainly reflected in the literature in counseling
psychology supervision (Clarkson & Gilbert, 1991). In pastoral supervision, the commitment is
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not only to help SSEs understand the need for on-going development, but also to find a way to
include the ongoing spiritual developments supervisors need to attend to. This is a distinctive
attribute in the field of pastoral supervision, and the unique perspective pastoral supervisors have
to contribute to supervisors in other fields. Spiritual development, intertwined as it is with the
work of supervision, leads pastoral supervisors into the work of generative wisdom in the context
of their professional vocations.
Solomon, Marshall and Gardner wrote a chapter in Sternberg & Jordan’s A Handbook of
Wisdom addressing the subject of generative wisdom in the context of professional work (2005).
They also reference Emerson’s 1837 address calling for professionals to “undertake their work
wisely…to become ‘the world’s eye’ and ‘the world’s heart’” (2005, p. 272). Solomon et al.
researched what they called “good work,” doing in-depth interviews with professionals “whose
work has the qualities of what we call generative wisdom.” The use of the term “generative
wisdom” is a reference to Erik Erikson’s (1963) developmental stage “generativity” (p. 272).
“Professionals develop generative wisdom by adhering to three mental models of boundary
crossing. They go beyond conventional understanding or knowledge, they see beyond the here
and now, and they undertake work that goes beyond traditional professional boundaries”
(Solomon, et al., p. 273). This quote seemed particularly apt in relation to the voices of the CPE
supervisors in this study for Solomon et al. are describing the same type of wisdom that
supervisors doing supervisory education reference.
In relationship to the first mental model described by Solomon et al. (2005), these CPE
supervisors certainly go beyond conventional understanding of supervision. The emphasis on
integrating a strong pastoral identity with theory and practice of pastoral supervision and a clear
sense of one’s dynamics in terms of strengths and limitations makes CPE supervisory education
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distinctive. Requiring a several year education program to achieve this level of integrated
functioning as a supervisor is also unusual; many professions do little extra education to promote
practitioners into supervisors. In CPE supervision, the level of understanding goes beyond
“conventional understanding or knowledge” in part because of the theological sophistication and
spiritual depth good supervision of SSEs requires.
The second mental model, seeing “beyond the here and now,” is suggested in CPE by the
emphasis on the action/reflection method for supervisors of SSEs. When supervisors consult on
their practice of supervision with SSEs, they will deepen their self-understanding and so heighten
their ability to use themselves more effectively in supervision. Staying in the here and now and
reflecting deeply on practice equips the CPE supervisor to be more fully and effectively present
beyond the here and now.
The third mental model indicative of generative wisdom is to “undertake work that goes
beyond professional boundaries.” Supervisors seek to understand themselves and their SSEs
deeply, in an integrated and integrative way, and are willing to engage at a depth of relationship
that invites SSEs to model—not to become just like their supervisors, but rather to find their own
inner wisdom, to find and use their own theories, to integrate for themselves. This work goes
beyond traditional professional boundaries because it requires a level of knowing that is deeply
personal.
As several supervisors noted, a healthy spiritual core is essential to do the work of CPE
supervision. Looking into the SSE’s core and inviting her to share her struggles as well as her
successes in supervision will certainly touch on life issues for any supervisor. This is good CPE
supervision, yet it leads to a level of intimacy that is seldom seen in professional circles.
Supervisors can become uncomfortable with the very personal nature that influences the
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developing CPE supervisor’s process. This discomfort is clear; it was evidenced by the heavy
emphasis on “education versus therapy.” This distinction was also repeatedly addressed in the
counseling psychology literature (Burns & Holloway, 1989; Hoffman, 1990). CPE Supervisors
can be uneasy about the depth of work they do with students, and they clarify repeatedly so
students will know this is about education, not therapy. Yet, the therapeutic benefits of doing this
level of personal reflection on professional practice are undeniable. Otherwise, SSEs and
supervisors would not bump against the boundary so often.
As they express the generative wisdom described by Solomon, Marshall, and Gardner
(2005) as inspired by Emerson, they are uneasy precisely because they are crossing a
boundary—a necessary act when one is moving beyond tradition and into wisdom. This level of
supervisory relationship is important, even essential to the process. Yet, it can be murky—a
“bog,” as one supervisor quoted Schön’s Reflective Practitioner—because becoming involved at
the level of soul is mysterious and challenging. Solomon et al. wrote, “Are there ways, though, to
help ensure that future professionals develop generative wisdom? In other words, can generative
wisdom be taught in schools of professional education? Evidence from our research suggests it is
possible” (p. 292). Evidence from this study also suggests that teaching generative wisdom is
possible under the condition of continuing to receive consultation on one’s supervision of SSEs.
Evolving Wisdom
The wisdom of a CPE supervisor begins to evolve during Supervisory Education.
Wisdom is born of vulnerability, receiving wise consultation, and making changes based on
insight. One supervisor noted that this process requires considerable courage:
C-3: “I think it takes a lot of courage. I think it takes—well, let’s see. I think supervisory
education takes courage. I try to talk people out of it.”
Judy: “Tell me about the courage it takes.
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C-3: “I think that you have got to feel, whatever your language is, whether it’s calling,
you know, whether you feel a calling to it or if it’s a language of passion, I think you
have got to want to do this thing—this work. Because it is too hard and too complex and
it takes too much personal work to do, if you’re not either called, if you’re called to it or
if it is not your passion. Because, it causes, if you want to be good at it, it causes you to
reach deep down inside to places that most of us don’t want to go to. And, in addition to
that, you’ve got to be a good educator. I mean you’ve gotta do this integration stuff. See,
I think integration is the, the focus on integration, I think, is unique to Clinical Pastoral
Education supervision. And, um, I think there are lots of other learning environments
that give advanced degrees, but I don’t think any of them focus on integration. I think
that’s the tough piece and I think that’s sort of the capstone of what we do, and so back to
courage. Well it, it requires a level of personal courage to take your stuff, to take the
work your do professionally and show it to other professionals. That requires a level of
vulnerability that not too many people really, you know, go seeking.”
Once a supervisor has achieved certification as a CPE Supervisor, the temptation to stop
doing this kind of work is strong. When moving into doing Supervisory CPE, several supervisors
noted that they were thankful for colleagues and/or for considerable experience doing
supervision with pastoral care students for a number of years first. One supervisor said that
Supervisory CPE is a different kind of education and that supervisors should have at least a
preparatory workshop. He had suggested this idea a number of years ago at the Certification
Commission, but his idea had not been embraced. When I asked him what he thought about that,
he said:
E-5: “…I would say the arrogance of the CPE supervisor—just doesn’t want to be
bothered and touched when I’m already certified and I’m as good a supervisor as
anybody else and I can do the same as any other supervisor in training supervisors.
That’s just sort of an unspoken assumption.”
Judy: “Hmm.”
E-5: “A lot of supervisors—they wouldn’t say they don’t have anything to learn, but
when you don’t want to be muscled into any situation in which you have to vulnerable
themselves.”
Judy: “Which is fascinating given the process everybody goes through to get certified.”
E-5: “Yeah, it is. It is. I think it may be the bane of our field.”
Judy: “How so?”
E-5: “In the end. I mean it may do us in.”
Judy: “Ohhh. What makes you say that?”
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E-5: “Well, what I’m saying about consultation being necessary to remain—to keep your
own inner processes fluid and moving. People working in isolation, I don’t think, do well
in this field.”
This quote suggests to me that the draw away from evolving wisdom is because of the very
natural inclination to leave the prospect of pain by letting go of the practice of being vulnerable
about one’s work. The danger in yielding to the temptation is that, as E-5 said, the supervisor’s
“own inner processes” will fail to remain “fluid and moving.”
The path to evolving wisdom is the same as the path to original wisdom: Taking part in a
lively community of peers, and taking part by presenting the work of supervision that has
triggered one’s dynamic issues or theoretical deficits. One supervisor said that the tendency of
supervisors is to educate as they were educated. Unless a supervisor is intentional, this practice
would preclude learning from his continuing experience with his supervisory students and
learning from colleagues and peers who are doing supervisory education. This tendency calls for
a careful considering of what to incorporate in accredited programs of supervisory education. As
another supervisor noted, ACPE Standards don’t require evidence of an on-going
action/reflection process by supervisors but, in his opinion, ethical practice demands it.
One supervisor from a center where on-going clinical presentations by supervisors was
required by their curriculum cautioned against supervisors getting caught up in their own
learning and changing the supervisory curriculum to reflect the supervisors’ latest interest:
“Sometimes, I think we even require the kitchen sink. For every book we just read,
require that for our supervisory residents to demonstrate so that they can be Associate
Supervisors. And I think we’ve got to get down to the minimal list of competencies. And
I think we have to make provisions for the developmental nature of this educational
process...I think every center needs to have a map, and it needs to know about what its
competencies are, what people are working on and what is the nature of the supervisory
experience that the person needs at that particular point. So those would be the pieces of
the map, would be defined. I think everybody ought to do that if they’re going to be
doing supervisory education” (F-6).
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The theoretical proposition of Evolving Wisdom: A Reciprocal Process says that
supervisors bring their wisdom to each of the four primary dimensions in CPE supervisory
education. At the same time, supervisors reflect on their experiences in selecting SSEs; in
helping SSEs develop CPE supervisory practices; in guiding SSEs toward integration; and in
blessing SSEs to develop independently. These four processes inform one another, and reflecting
on one’s practice in each of these arenas with a peer group of CPE supervisors will lead to
deepening one’s spiritual understanding, psychodynamic facility, and cognitive development.
This process leads to the supervisors’ evolving wisdom. It is the hard work the supervisor
endured to become a supervisor in the first place. C-3 said this about her center’s long and
distinguished history:
“I think we have a long and distinguished history and I also think that anything that has a
long and distinguished history, if it’s smart, is going to keep current and not rest on its
long and distinguished laurels” (C-3).
The same could be said about the certified supervisor who is engaged in any supervision, but
especially in educating CPE supervisors.
Circling Back to the Literature
Several articles in the pastoral supervision literature anticipated this study’s findings.
Niswander (1987) and Matthews (1995) both alluded to the concurrent development of the
supervisor and the one receiving supervision. Niswander’s image of simultaneous spiraling in
particular addressed the reality that all relationships within the education context affect and draw
on one another: “for the counselee teaches the student, the student teaches the supervisor, and
the supervisor in turn teaches the consultant” (p. 90). Rieth (2002) noted that the supervisor’s
“internal disposition” had direct bearing on the supervisee’s learning. This perspective implies
that the more the supervisor attends to her own continued growth, the better supervision the
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supervisee has the possibility of experiencing. Articles in the counseling psychology literature
noting that the supervisor’s use of self in relationship significantly affected supervision also
anticipated the findings of this study (Holloway, 1999; Bernard & Goodyear, 2004).
The concept of wisdom was named explicitly by an author only once in my review of the
pastoral literature. That quote came from Karl’s (1984–1985) image of the Zen master giving his
student a cup to hold wisdom. This is not to say that the pastoral supervisory literature is not
replete with wisdom but, given the fact that so much of the literature is written while the author
is in the certification process, it is likely that the supervisors-to-be have not yet evolved to a
place of wisdom.
In qualitative research, triangulation is an aspect of confirming what is being discovered.
This is not the triangle of family systems theory (Friedman, 1985) but rather an approach to a
question from a different perspective. Pamela Cooper-White’s (2004) Shared Wisdom: Use of
the Self in Pastoral Care and Counseling is about the use of countertransference by those in
professional pastoral positions to continue their own spiritual healing and growth. She addressed
wisdom directly at the end of her book:
Through prayer, worship, and a commitment to emancipatory practice, both alone and
together with others, our hearts will be changed by the living God who calls us into
relation with the divine and with one another. In this holy dance of shared wisdom, we
join in mutual love and desire with the God who gives life for all, abundant, and eternal.
Thus, from a relational perspective, this fluid, multiple, dynamic God of love and
compassion is to be found in the interstices, in all the “potential spaces” of our domestic,
pastoral, therapeutic, social, political, and institutional life—and finally, in the leastexpected places, even within the continents and internal spaces of our own selves. (p.
193)
Cooper-White’s use of countertransference as a way to access wisdom is confirmation
that supervisors, as well as all other pastoral professionals, continue to experience the need for
further healing and growth because of issues triggered by our work with students, patients,
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congregants, and anyone else we may serve. Of course, spiritual and emotional issues may be
evoked by co-workers and bosses as well as students. The point is that the supervisor of spiritual
depth will continue to do his own work of action/reflection in community so that he can provide
the best possible education and care to those he serves.
Capturing wisdom in language proved to be a difficult aspect of this study. I assessed the
supervisors to be speaking from a place of wisdom, but they certainly did not describe their
experiences using that language. As another researcher attempting to access wisdom via
interviews put it:
If wisdom and integrity are traceable to experience in relationships, just what is it that is
“seen” and “known” that we might say are indicative of these attributes? One problem in
taking up this question is that the discourse about knowledge in relationships has largely
been muted in our individualistic society (Swindler 1980). A second problem is that
knowledge about relationships is not primarily cognitive (although it may have a
cognitive component). Rather, it is visceral, empathic, a kind of knowing that
fundamentally alters one’s experience of Otherness and hence one’s experience of self in
the world. Even with interview methods, this experience of insight about relationships is
hard to put into language. (Josselson, 2000, p. 92)
If a supervisor said, “I have to think about that,” and provided a very thoughtful answer, it
seemed likely that we were in the vicinity of wisdom.
Although I don’t know this, I suspect persons who are wise have developed enough maturity
not to stake a claim to wisdom. One of the supervisors in this study voiced a mild reluctance to
accept the nomination as a particularly effective supervisor; she said that, although she was
honored, at her center the work of supervisory education is done in the community of
supervisors. Another supervisor said, “The genius of CPE is in the group” (I-9). Warren Brown,
a seminary professor reflecting on themes found in A Handbook of Wisdom, wrote that
Much of the discussion within this volume has presumed wisdom to be primarily an
individual trait, as if wisdom were independent of the social context or of social learning.
For example, both the balance theory of wisdom (Sternberg, 1998) and the Berlin
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Wisdom Paradigm (Baltes & Smith, 1990) are models of the nature of wisdom in
individual persons. (Brown, 2005, p. 361)
The balance theory says that “wisdom by definition is oriented toward a balance between
self-interest, the interests of others, and of other contextual interest to achieve a common good”
(Staudinger, Dörner, & Mickler, 2005, p. 196). The balance theory seems to honor both the
individual and the community in the concept of wisdom. “In the Berlin paradigm, wisdom has
been defined as a highly valued and outstanding expertise in dealing with fundamental, that is
existential, problems related to the meaning and conduct of life” (Kunzmann and Baltes, 2005, p.
117). Both of these models of wisdom support the work of the supervisors in this study.
Certainly, the Berlin paradigm’s definition of wisdom applies to the expertise supervisors
develop in addressing students’ work with people in distress as well as the emotional and
spiritual trauma this creates for the student as well. The balance theory of wisdom bring to mind
the balance the supervisor must hold between what the individual student needs to grow and
what the group needs for the most profitable education of all concerned.
As CPE is working to effectively engage diversity, wisdom may be a bridge:
Much of the world’s religious literature is focused on wisdom, both in the form of the
promotion of a wisdom-enhancing transcendent perspective, and in the form of specific
teachings regarding wise insight into various common life issues. The Hebrew and
Christian scriptures, as well as the Qur’an and the teachings of Buddhism, Hinduism, and
Confucianism, are dedicated to perspectives on life that purpose to develop wisdom in the
reader. Religion may also strengthen wisdom through a particular form of community
(Brown, 2005, p. 363).
In the Christian New Revised Standard Version of the Bible, I found 358 references to
wisdom in the combined Old and New Testaments. Wisdom is an attribute much to be desired by
the faithful, and God has been credited with holding wisdom in high esteem. A telling quote is
this one from the apocryphal book of Ecclesiasticus, also known as Sirach, 20.31: “Better are
those who hide their folly than those who hide their wisdom” (New Revised Standard Version).
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The danger for CPE supervisors is that they will not take responsibility for the path to evolving
wisdom inherent in the CPE process, and they will fail to access the wisdom needed by students
and by those in need whom we are called to serve. If the supervisors do not participate in
addressing their needs for continued learning and spiritual development, the process of
development cannot be reciprocal. It is typical for wisdom literature to look at matters in a
warning way; this approach is probably born of ancient experience with human nature.
Limitations of the Study
One limitation of this study is that I only interviewed supervisors considered by their
peers serving on the Certification Commission to be particularly effective at supervising SSEs. A
further study could include interviewing supervisors who are not considered to be especially
effective. Such a study might be as revealing on the negative side as this one has been on the
positive side. Supervisors in this study were a relatively positive lot; other supervisors may have
encountered greater difficulties for many reasons, and may speak to experiences that would be
instructive from a different perspective. My goal was to build a theoretical proposition about
how to do effective supervision of SSEs, but it would also be worthwhile to hear about practices
that proved less effective.
Interviewing only supervisors was also limit of this study. Interviewing the SSEs would
have yielded some very helpful information about CPE supervisory education; this is another
study that would benefit CPE supervisors as well as SSEs. A third limitation was the number of
interviews. Eleven supervisors were named in two episodes of gathering names of effective
supervisors of students in supervisory CPE. I chose these names based on the number of times
they were nominated. Saturation was reached relatively quickly because the supervisors
addressed similar themes. Perhaps with a more diverse sample, including those who supervised
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but were not nominated multiple times would have resulted in a larger number of interviews to
reach saturation and a more varied view on the supervisory process. However, because this was a
first study to identify those practices engaged in by supervisors considered to be especially
effective, binding the study in this way was a useful limit to set. The natural cut off for
interviews worked well as a beginning for this study; clearly, further research may be
beneficially done in the area of CPE supervisory education.
Another limitation too came from the demographics of the group of 11. To my
knowledge, all the participants were from Christian denominations. Greater diversity of faith
tradition, as well as greater racial and ethnic diversity, would lead to a richer, more nuanced
study. The very small number of supervisors interviewed also makes the theoretical propositions
somewhat limited in their transferability.
Implications for Leadership and Change
CPE supervisors educate clergy who will serve in congregations as well as those who will
serve in institutions, especially in health care institutions. Clergy are leaders in helping people
create their moral and ethical values in congregations. They are leaders in helping people think
about and make intentional use of their moral judgments and values in the context of healthcare.
This is true not only for patients and families, but also for staff. As a chaplain on a pastoral care
staff in a large pediatric medical center, our pastoral care philosophy is that the staff at the
medical center are our congregation, and together we care for the patients and families.
Chaplains can affect organizational change in very specific ways based on the information we
gather due to the positions of trust we hold. CPE supervisors are instrumental in shaping the
development of clergy as well as other pastoral care providers. The CPE supervisors educating
CPE supervisors, or Students in Supervisory Education, are bringing healthy, integrated
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spirituality, deep self-awareness, and cognitive use of theories and supervisory skills into the
development process in a way that uses and invites the development of wisdom. Our patients,
families, staff, communities, and wider congregations are in deep need of the presence of
evolving wisdom. I hope the proposed theoretical model of this grounded theory will benefit
those doing this important work.
Implications of this model for organizational leadership in ACPE include creating a way
to help CPE supervisors prepare for educating SSEs, acknowledging that supervisory education
has similarities and differences from educating pastoral care clinicians. These findings suggest
that supervisors must be encouraged to stay engaged in the action/reflection process as a benefit
to both the supervisors and the SSEs. As one of the supervisors interviewed noted, having a
holding environment for any kind of educational, spiritual, or therapeutic process is not only
beneficial, but also essential. At this point, ACPE lacks any kind of formal holding environment
to help CPE supervisors doing supervisory education reflect on their own process of selfawareness, supervisory skill development, theoretical development, and on-going integration.
Finding a way to create such an environment without triggering resistance of very well educated
professionals would be a challenge requiring evolving wisdom.
I believe this study has transferable implications for leadership development. All leaders
have the need to address on-going development in terms of personal maturity and cognitive
growth. I imagine most, if not all people in leadership have unresolved personal dynamics
triggered by those working with and for them. To have a model helping leaders take
responsibility for their part of the conflict would be a benefit for the leaders and for those they
lead. Personal responsibility is required to seek consultation; this model of Evolving Wisdom: A
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Reciprocal Process could enrich leaders in any venue choosing to make use of on-going
reflection and consultation.
Conclusion
In conclusion this study has led to a beginning understanding of CPE supervisory
education based on interviews and the analysis of interviews and of memos written about the
process. It was a pleasure to talk with each of the supervisors and to learn from them. The
theoretical proposition based on evolving wisdom calls us to a deeper, more spiritually
developed practice for individual supervisors and for the organization of ACPE. I am grateful for
the tacit knowledge that came to the surface, and am reasonably sure that greater wisdom
remains to be expressed in the field of CPE Supervisory Education. My closing vignette
demonstrates the benefit a small group of supervisors have received from putting the theoretical
proposition of Evolving Wisdom into practice.
Closing Vignette
The theoretical proposition of evolving wisdom as a reciprocal process recently affected
my own supervisory practice. I currently have an SSE, a student carefully selected with
consultation from my peers. He recently received certification as a Supervisory Candidate. We
are co-supervising an Interpersonal Relations Group (IPR) which includes six CPE students.
Three of the students are receiving individual supervision from the SSE, and I am supervising his
work with those students. One of his students presented a challenge; her talkativeness and
apparent inability to reflect on her behavior proved upsetting to me. The SSE was out for one
group due to illness, and I provided a supervisory intervention in IPR that seemed to work at
first. Later in the group, the student’s behavior surprised me and I felt anxious and unsure of how
to proceed. Although the group ended reasonably well, I knew I had gotten stuck and needed to
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reflect on what had happened in my supervision of this student. Because of the proposed
theoretical model of evolving wisdom, I requested time with our supervisory peer group, which
meets monthly, to make a formal presentation on my difficult exchange with this student in IPR.
My request for help as I wrote it for the group was expressed in this way:
Most of all, I want to find balance in my feelings towards (the student) because I don’t
want my irritation with her to influence my supervision with (the SSE). I want to provide
him with the freedom to engage her without his feeling pressured to confront her
behavior due to my over-reaction to it. At the same time, I don’t want to over-react to my
feelings and not encourage him to address her behavior in meaningful ways during her
CPE unit. I want to learn what I need to learn so I can make way for (the SSE) to learn
what he needs to learn so (the student) can learn what she needs to learn!
My goal was to understand my own reaction and to consider how my countertransference might
be addressed so I could avail myself of better options in supervising both the student in question
should the need arise again and especially my SSE in his supervision of the student. I wrote the
report of the exchange in IPR and added my psychological and theological reflections of what
had been stirred within me.
As I presented this report (called a verbatim in CPE practice) to the supervisory peer
group, I experienced greater anxiety than I had during the original incident; I reported my racing
heartbeat and shortness of breath to the supervisory peer group. My SSE was in the supervisory
group along with another SSE; also present were four of my supervisory colleagues. I read the
report aloud, and the group took parts from my rendition of the exchange in IPR, reading parts as
if for a play. Following the report, my colleagues asked me to talk about my fear. I said that I
was worried they would think less of me because I had revealed myself as stuck in this exchange,
and I was particularly afraid that my SSE would lose respect for me as a supervisor. Having
acknowledged this fear, my colleagues addressed the countertransference I named with this
student. We discussed my loss of power in the face of a person’s extreme talkativeness—either
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in the student group or in my family. I acknowledged that the loss of power led to anger and fear
in this instance. My colleagues noted times they had seen me use my power effectively and
invited me to reflect on the difference between those times and this time. It occurred to me that
when I trust the student (or family member) to make good use of feedback, I don’t feel
responsible for her reaction and don’t feel afraid I will break the relationship with my feedback.
One of my colleagues noted that it was this student’s right to make little or no use of feedback,
and that it is not respectful for me to be responsible for her response. Rather, my responsibility is
to continue to hold the container of the group: respect the students and give clear feedback. My
unhealthy pattern became clear: at the point of feeling overly responsible, I sometimes move into
either caretaking or become withdrawn. Both stances are without power in an educational
setting.
I have sought consultation on my work with students for years after my certification as a
CPE supervisor; however, the focus has been on what the student needs. This time, I sought
consultation from my colleagues about my own issues in becoming stuck. The qualitative
difference is that I made myself vulnerable in the CPE community of peers and also of SSEs.
Although I have worked extensively with the concept of receiving consultation for the purpose of
participating in evolving wisdom, my anxiety reaction was sharp and painful, an indicator of why
this is such hard work. My SSE told me both during and after the presentation how much he
appreciated witnessing me do this work. He was able to understand why he and I responded
differently to the student in question: she hooked my issues in a way she did not hook his. He
appreciated that I demonstrated what to do when my personal issues affected my professional
behavior. The other supervisors in our supervisory education group decided they would take
turns presenting their work just as I had; we agreed it was a fruitful exercise for all of us.
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This dissertation study has proven personally beneficial to me in my practice of
supervision and in my continued growth and integration as a person and as a CPE supervisor.
The theoretical proposition of evolving wisdom requires continual reflection on supervisory
practice in a community of supervisory colleagues. As two of the supervisors interviewed
pointed out, “This is not rocket science.” Yet, the continual hard work of reflection in
community leads to a kind of wisdom that will benefit supervisors, SSEs, CPE students, and
those receiving care in every venue where pastoral care is provided.
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Appendix A
Coding with 373 Codes in Two Layers
Certification
Committee
Criteria for Rejection
Criteria to certify
Challenges
Anxiety
Blocks to learning
Limitations
Characteristics
Arrogance
Authority and Identity
Balancing life and education responsibilities
Courage
Grace of the students
Hard work
Humor
Leadership
Learn
Lineage
Open to learning
Solid relational skills
Sustain yourself
Tolerate disappointment
Trustworthy
Values
Vulnerable
Wear well
Willingness to risk
Consultation
Ability to consult
Collaboration
Colleagues asking for help
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People working in isolation
Why didn't you challenge
Curriculum
3 year supervisory curriculum
Body of knowledge
Changes
Common curriculum
Components of Supervisory Training
Consultation seminar
Context
CPE Centers
Cultural differences
Demands of program
Description of program
Description of Student Units
Design
Educational grid
Handholds
Holding environments
Imbedded
Integrate curriculum
Levels of CPE
Methodology
Personal work applied to sup
Phased curriculum
Repetitive, consistent work
Seminars
Standards
Structure
theory and practice seminar
Time it takes
Training Curriculum
Unwritten
Ethical considerations
Boundaries
Generative power
Power imbalance
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Experiencing supervision
Comparison--clinical vs SSE supervision
Continue to do it
Energy
Evidence of growth
Fulfillilng
Fun
Leaving SSE education
Reward of the work
Self-awareness
SSE perception of supervisor
Story of a supervisory student
Student story
Students I've supervised
supervise solo
Trust
Faculty
Colleagues
Community of colleagues
Competition between training supervisors
Co-supervise
Faculty serving on ACPE Committees
Learning community
Learning together
Multiple faculty
Other supervisors
Peer review
Presentations
Program changes
Trust between supervisors
Work as a team
Goal of Supervisory Education
articulate pastoral identity
competence
Moving towards peership
theology
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Group
Community of learners
Dynamic focus
Good group leader
Hurting each other
Peer Group
Peer group for supervisory students
Peer relationships
Pejorative
Presentable group
Pressure to divulge
Process
Run a group
Safety Belt
Setting limits
Sharing sexual information
Student groups
Support
therapeutic adventure
Integration
Combine theology and the behavioral sciences
Comfort
Common body of knowledge
Connecting Theory and Practice
Current input
Defining the term
Example
Expertise
Good educator
Good supervisory education
Grounded, integrated space
Integrated grounding
Integrative learning
Integrative space
Key Criteria
Lack of integration
Mechanisms communicating integration
More important than denominational id.
Personality
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Previous lived experience
Teaching integration
Theory and Practice
Work with my reaction
Learning tools
Asking questions as method
Assessment
Assessment of students
Become aware
Catch them feeling
Confronting
Critique
Describe
Development
Embedding SSE in Residency group
Emulate supervisors
Evaluation
Exploration of people's inner processes
Feedback
Gentle confrontation
Go and do it
Honest conversation
Identify learning issues
Identity formation
Innate curiosity
Inner processes
Intervention
Learned to monitor
Learning alliance between student and supervisor
Learning Contract
Mirroring
Modeling
Modify our behavior
Observe
Parallel Processes
Personal work
Present their work
Process burdensome
Process of learning
Reflecting
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Self-observe
Skills
Supervisory Process
Technique
Technology as part of method
Transfer of learning
Validate
Videotaping
Work dynamically
Write papers at beginning
Model of Supervision
Adult education model
Collaborative Model
Mentoring model
Relational Model
Organizational issues
Certification
Diversity
Political
Relationship with seminaries
Supervisory Education
Pastoral Care
Competence
Excellence
Good clinicians
Intuitive clinician
Investment in relationship
On-call
Pastors
Patient Care
Portable skills in the ministry
Psychiatry
Skills
Specialized
Specialized ministry
Staff interaction
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Preparation of SSE supervisors
Comfortable with theory
Conceptually and emotionally integrated
Consulting
Continued to stay a student
Further education for supervisor
How students change
Lot of experience before supervision
Marriage and family therapist
My first book
Paradigms
Personal history
Personal Supervisory Education
Pre-existing world view
Preparation for starting Supervisory CPE
Professional history
Solid theological and psychological education
Supervisor exp before supervisory student
Teaching
Writing
Writing about supervision
Psychological understanding
Mental illness
Philosophy of Supervision
Psychoanalytic
Psychological language
Psychological training
Think psychologically
transference
Relationship
Complexity of reactions
Conflictual
Relational milieu
Selecting Students for Supervisory CPE
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Admission process
Blunders
Call to ministry
Called people into supervisory CPE
Criteria for Admission
External critique
Groundwork for supervisory education
Potential
Supervisory style
A colleague in quest with students
Active supervision
Addition rather than a shift
Affirmation and praise
Alliance
Anger
Authoritative
Autonomous development
Available
Challenging
Conservative
Emotional honesty
Empathic
Engagement
Facilitation
Honest
Honoring student
Interactive
Invest
Invitational
Learning from my students
Modeling multiple supervisory styles
Not impose myself
Phenomenologist
Practical
Protect the students
Reliance on angry confrontation
Roles of supervisor
Student feels cared about
Supervision on rounds
Supervisory training
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Trustworthy
Understanding
Use of self
Validating
Theology
Aware of own spiritual and religious heritage
CPE as faith-based mission
Open to other spirituality
Rapport with a person's soul
Resources
Soul
Soul-flow
Theological Perspectives
Wonderful thing
Theory
Therapy
Use of self
Decision about what to share
Personal awareness
Personhood
Projecting
Self supervision
Self-disclosure
Student progress
Success
Supervisor's knowledge base
Supervisory identity
Use of experience as method
Varied experience
Ways of coping
What's going on with this person right now
Wisdom
Best Practices
Capstone
Conscious competence
CPE's genius
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Love about CPE
Provides meaning and purposefulness
Soulful and or groundedness
Theological perspective

